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ABSTRACT 
CURRICULUM DEVELOPMENT IN THE GENERAL SECONDARY SCHOOL  
IN EGYPT SINCE 1952, WITH COMPARATIVE REFERENCE TO THE  
SECONDARY SCHOOL IN AMERICA AND THE GRAMMAR SCHOOL IN  
ENGLAND 
This study attempts to analyse curriculum development in the 
general secondary school in Egypt in its relation to the social, 
economic and political changes that have taken place since 1952. 
To accomplish this, an analysis of secondary school curricula in 
two other countries, namely America and England, which have been 
faced somewhat earlier than Egypt with some of Egypt's current 
problems, is carried out. Thus in their relation to the social, 
economic and political changes, the secondary school curricula in 
the three countries are judged. In addition, in order to understand 
the nature of these curricula and to characterise changes that have 
taken place over the period being examined, the major curriculum 
theories which have dominated educational practices in the world, 
are identified. 
Various socio-economic and political changes are associated 
with the process of modernisation and domecratisation. The effect 
of this kind of change on secondary school curricula in the three 
countries takes two forms; first, the need for schools to supply 
the labour market with skilled manpower flexible and adaptive to the 
rapidly changing needs of society; second, the need for curricula to 
provide opportunities for young people to learn the skills needed for 
making democratic decisions and for participating actively in their 
society's affairs. 
Education at secondary level in the three countries has responded 
(in different degrees) to these demands at mainly organisational level. 
However, the pragmatic curriculum in America has been geared, to some 
extent, to these demands. But the same did not occur with the 
essentialist curriculum in England nor particularly with the 
encyclopaedic curriculum in Egypt. 
Thus, problem analysis and its intellectualisation is the subject 
of Chapter 1. The analysis of contextual variables or causes in the 
three countries, America, England and Egypt, is carried out in Chapters 
2, 4 and 6, respectively. Then, in Chapters 3, 5 and 7, the analysis 
of curricula in the three countries is carried out. Finally, a 
theoretical framework to close the gap between theory and practice in 
the general secondary school in Egypt is suggested in Chapter 8. 
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Egypt before the 1952 Revolution was characterised by very marked 
socio-economic, political and educational inequality with distinctive 
social classes. The higher class, consisting mainly of landowners, was 
a small group of people who owned about one third of Egypt's land. This 
group had considerable influence on the socio-economic and political 
affairs throughout the country. 
The middle class was small in number, consisting mainly of professionals, 
directors of companies, lawyers and industrialists. The higher degree of 
culture and social awareness of most members of this class and their reali-
sation of the poverty of the majority of the population especially in the 
rural areas, had given them a much keener awareness of the country's problems 
than the large landlords. However, this class had little political 
influence. 
Members of the lower-middle class, such as government officials, 
employees, tradesmen, and the less successful members of the professionals 
were passing through a severe crisis. Traders, lawyers and doctors had to 
face the rivalry of foreigners. Employees were surrounded by a hostile 
ring of Levantine clerks, and their future was blocked by the foreigners 
who dominated the country's business. 
The lower class consisted of town workers and peasants or 'fellaheen'. 
The poverty of this class was very obvious to any observer, especially the 
low standard of living, the overcrowded conditions in which the bulk of 
Egyptian people lived, and the prevalence of malnutrition, ill-health, 
pellagra and contagious diseases. Social services and education were very 
inadequate. The high rate of illiteracy among workers combined with the 
lack of technical schools and the poverty of trade unions had justified 
industrialists' complaints of the negligence and low productivity of 
Egyptian workmen. The peasant lived in very poor conditions. His 
house was a mud-brick hovel and his working clothes mere rags. He was 
in very close contact with land. He spent his day knee-deep in mud. 
His poor food and the muddy water of the Nile could explain the high 
incidence of pellagra, tuberculosis and other contagious diseases. 
There was little civic life. Most of the rural areas were cut off 
from the civilising influence of the towns. This was due to the poor 
condition of roads, education and communications. 
The foreign communities consisted of the Jews, Armenians, Greeks, 
Italians, French and the British. Jews tended to concentrate on finance 
and commerce and lately on industry. The Greeks' commercial character 
was especially marked. Although the French community was small in number, 
its cultural influence was enormous. French schools, language and 
newspapers were the principal means of introducing French and European 
culture into Egypt. However, French was rapidly losing ground in favour 
of English; but the cultural influence of the British, though growing, 
was inferior to that of the French. In brief, during the first half of 
the twentieth century, Britain dominated the Egyptian political life, while 
France was the strongest influence on cultural and intellectual life, and 
other foreign communities controlled finance, trade and business. 
The 1952 Revolution was a turning point in the socio-economic, political 
and educational life of the country. The leaders of this revolution had 
little or no political experience or ideology. They were forced, therefore, 
to be completely pragmatic in their approach to government and reform. 
They believed, however, that a revolution cannot achieve its aims for the 
people unless it goes beyond the mere political goal of independence and 
tackles the roots of social and economic problems. Thus, the fall of 
monarchy and the ending of the foreign influence were not the only aims 
of the revolution, but rather the building up of a new social order 
characterised by sufficiency and justice. 
The social and economic policies were often motivated by distributional 
objectives. The leaders of the new government believed that the distribution 
of wealth in the rural areas was inconsistent with any concept of justice 
and gave rise to social evils, one of which was the enslavement of the 
majority of 'fellaheen' by a minority of the big landlords and the 
direction of the country's general policy according to their personal 
interests. 
Before the 1952 Agrarian Reform, over 94 per cent of all landowners 
shared only 35 per cent of the cultivated land, while the remaining 6 per 
cent of the owners held 65 per cent, half a per cent of whom owned about 
one third of the whole land. An important change in the distribution of 
agricultural wealth between 1952 and 1965 is the disappearance of the more 
than 100 feddan. Surplus lands were redistributed among landless families 
of no less than 2 and no more than 5 feddans each. Distribution of land 
has increased the average size of the smallest farm by 50 per cent. 
Land reclamation as well as land reform was considered to be a main 
factor of change; accordingly, reclamation projects were carried out 
during the 1950s and 1960s. By 1972, almost one million feddans were 
reclaimed and distributed among landless farmers. Over 400,000 families 
including some three million individuals benefited by land redistribution 
of both reclamation and agrarian reform. Co-operative Societies were 
established all over the countryside to offer various forms of aid to 
'fellaheen'. New farming techniques were introduced and new scientific 
projects of irrigation developed, and all these brought higher crops and 
higher per capita incomes. However, the 'fellah' is not turning easily 
from the traditional methods of farming which he has practised for so long. 
Therefore, the agricultural sector is really still in need of a more 
educated and trained labour force. 
Before the 1952 Revolution there were no well defined industrial plans. 
Industrial projects were dominated by individuals and aimed at realising 
quick profits without taking into consideration national interests. Most 
industries were dependent upon agricultural products such as the food 
industries, textile industries and furniture manufacturing industries. 
After the revolution the dominantly free enterprise policy was replaced 
by a Socialist one depending upon economic planning and state control. 
All Revolution documents indicate that the national economy should be 
organised in accordance with comprehensive development plans. Accordingly 
a number of planning bodies was established in the 1950s and 1960s. 
Ownership which was dominantly individual has been changed, through 
nationalisation, into three types of ownership: public, private and co-
operative. 
From the late 1950s to 1970, social and economic plans were carried 
out with the target of doubling the national income by 1970. About 40 per 
cent of the capital was allocated to industry and 20 per cent to increase 
the agricultural potential. During the planning period, population was 
shifting from rural to urban areas and employment was shifting from agri-
culture to industry. Due care was given to the old-established industries, 
and about 800 new industrial enterprises were established. However, the 
overall target could not be reached because of the outbreak of war with 
Israel in 1967. 
The value of industrial production rose by 285 per cent during the 
period 1951/52 - 1967/68. While industry contributed in 1950 about 8.4 per 
cent of the total national income, this rose to about 22 per cent in 1966. 
Despite obvious progress, industry suffers acutely from mismanagement, 
bureaucracy and shortage of skilled manpower. 
One of the major aims of the industrial planning is to increase the 
standard of living in the rural areas by laying down extensive programmes 
for the industrialisation of the countryside, training the agricultural 
workers in rural manufactures, and thus keeping them from migrating to 
urban areas. Although some rural manufactures have been established in 
some areas, the countryside is still far from the required industrial 
level. 
Major changes in labour legislation and policies were introduced in 
1961 and 1962. Since then workers and employees have the right of 25 per 
cent of the net profits of firms and factories in which they work. 
Membership of company boards was reorganised. A board of seven members 
must include one weekly paid worker and one salaried employee. Social 
insurance became compulsory and the employer's contribution was increased 
from 7 to 17 per cent of salary. Average wages of manual workers rose 
sharply. Hours of work were reduced from 48 to 42 hours a week. Women 
are guaranteed non-discrimination when they hold the same job as male 
workers. 
The Egyptian industrial workforce is aware that it has benefited most 
from the new legislation and from the country's economic development since 
the Revolution. The strongest criticism that can be made is that the 
industrial workers have benefited much more than the 'fellaheen'. And 
this has also encouraged the drift from rural to urban areas. 
It is certain that the efficiency of Egyptian workmen has risen 
• considerably during the last twenty-five years, but there is equally no 
doubt that the productivity of Egyptian workmen is still far below that to 
be found in the USA and UK. The lack of entrepreneuship and managerial 
skills is one of the biggest obstacles impeding industrial progress. Many 
studies on this subject concluded that most of the firms and factories 
studied suffered from acute shortage of managers with imaginative power, 
competent administrators, experienced professional staff and skilled 
workers. Despite the spread of general and technical education, it seems 
that Egypt has failed in its attempt to provide efficiently 'skilled labour' 
to the Egyptian economic development. 
Population in Egypt has doubled in the 40 years between 1927 and 1966. 
This is, on the one hand, due to the increased birth rate and, on the other 
hand, due to the amelioration of the health conditions and its effect on 
the reduction of death rates, in addition to the improvement of social 
services which also contributed to the reduction of infant mortality rates. 
It appears from comparison that Egypt is characterised by the highest pro-
portion of children (less than 15 years), being almost double the figures 
in Britain and 15 per cent more than the USA in this respect. On the 
other hand, the population proportion of the 15-44 and 45-64 age groups 
in Egypt is less than those in USA and UK. This population pattern, in 
which the percentage of the young age group is high and the productive 
group is low, has a great effect on the efforts made in the field of 
economic and social progress. 
Many studies indicate that fertility is inversely related to the 
mother's and father's level of education. In other words, fertility 
declines with increased education. But it seems evident that secondary 
school and its curriculum did not respond adequately to the enormous 
increase of the birth rate in Egypt. 
During the pre-Revolution period, the King had extreme power. 
Political life was characterised by British occupation, corruption and 
unrest. The Egyptian Cabinet frequently changed twice or three times a 
year. Two fifths of the parliamentary members were appointed by the King 
and the rest represented the big landlords, capitalists and the members of 
political parties. 
The basic features of the new society which the Revolution intended 
to build are: Freedom, Socialism and Unity. Freedom is the freedom of 
the country and the freedom of the citizen. Socialism is both sufficiency 
in production and justice in distribution. Unity is the restoration of 
the natural order of a nation torn apart by the Colonial Powers against 
its own will. Accordingly, the monarchy was abolished and the Egyptian 
Republic was established in 1953. The complete independence was accomplished 
according to the Evacuation Treaty in 1954. 
The Revolutionary regime believes that political democracy cannot be 
separated from social democracy. No citizen can be regarded as free to 
vote unless he is given guarantees against exploitation and anxiety. He 
should be given a fair share of the national wealth. Accordingly, the 
socialist form of democracy was adopted. The single political party was 
established for all people. Such parties took the form of 'National 
Liberation Rally', then 'National Union', then the 'Arab Socialist Union'. 
The Constitution asserted that workers and 'fellaheen' must be granted the 
right of at least 50 per cent representation in Parliament membership as 
well as in all legislative councils. 
This policy continued to dominate the political scene in Egypt from 
1952 right up to the mid-seventies. Then a profound political change 
occurred in late 1976. The traditional socialist form of democracy was 
abolished, and three political parties, in line with Western democracy, 
were established. Political debates and political changes have been going 
on ever since considering the success or failure of this experiment. 
However, democracy in Egypt is still facing enormous difficulties. 
Many of the serious socio-economic and political decisions are taken 
individually outside the concerned institutions. Many Egyptian people 
are deprived of participation in the making of such decisions. This 
could be attributable, in part, to the absence of political education 
and curriculum integration in secondary and higher education. 
In pre-Revolution days there was a dual system of education: free, 
but poor elementary education for the masses; primary, secondary and 
higher education for the higher classes with sufficient means for paying 
the fees. The Egyptian Revolution regarded education as the key to de-
velopment and progress. It believed that education is the right of every 
citizen regardless of his income or social status. Accordingly, the dual 
system was abolished, elementary and primary education were unified in one 
primary school from the age of six to twelve. Education became free of 
charge at all levels. However, the educational policy has failed to 
universalise primary education since about one million of compulsory-aged 
children are still out of school. This could be, in part, a bottleneck 
to rural development programmes. 
The educational budget has increased rapidly from E.E 23 million in 
1952 to EE 213 million in 1976. Enrolment has also increased at various 
levels. The number of students in the technical secondary schools increased 
by 814 per cent from 1952/53 to 1970/71. The proportion of enrolment in 
these schools increased from 12.4 per cent in 1953 to 52 per cent in 1974. 
In this category, however, commercial schools tend to dominate enrolment 
in this group since they had 32 per cent of the enrolment, while the most 
needed graduates of industrial and agricultural schools are much less 
(about 14 per cent and 6 per cent of enrolment). Enrolment in the 
general secondary school alone was 48 per cent in 1974. However, the 
increased population in the classroom has not been matched with an adequate 
selection of curriculum content, organisation and methods of teaching and 
learning. 
The Egyptian education system is a highly selective one. The tradition-
al attitudes towards technical education are reflective of earlier European 
educational systems in general and the French system in particular. Parents 
tend to favour general secondary schools for their children because they 
are the customary stepping stones to prestigious university degrees. 
Selection starts as early as the end of primary education when a general 
examination is held to select pupils for the preparatory stage which is 
general education for all pupils. At the end of the preparatory stage, 
another selective examination is held to choose and distribute successful 
pupils among general and technical schools. Pupils with the highest marks 
enter general secondary schools. Others with lower marks enter technical 
schools. The progression rate from primary to preparatory level is about 
70 per cent. The rate from preparatory to secondary level is about 60 per 
cent. Success at the final examination of general secondary schools 
fluctuates between 70 to 75 per cent. 
It could be concluded that the socio-economic, political and educational 
changes which have been taking place in Egyptian society since 1952 have 
created demands on secondary education in general and on the secondary 
school curricula in particular. However, the general secondary school 
curriculum did not respond adequately to these demands. 
Since the French Expedition on Egypt in 1798, the French succeeded 
in promoting their cultural ideas and system of education. A modern 
system of education modelled on French lines was established by Mohamed 
Ali during the first half of the nineteenth century. Ever since the 
general secondary school curriculum in Egypt has followed the French line 
in general and the lycee's model in particular. 
This curriculum is characterised by being relatively unresponsive to 
social pressures arising from social, economic and political changes. The 
main aim of the curriculum in this type of education is to serve as a 
selection base for higher education. So it is the features of French 
encyclopaedic curriculum theory which, to some extent, the aims of general 
secondary school in Egypt are confirming. 
The general secondary school in Egypt is following the encyclopaedic 
school of thought that all knowledge of the real world is useful and 
should be included in the content of its curriculum. Therefore, the 
content consists of more than ten subjects. Debates and contradictions 
about the depth and breadth of the content of the curriculum are going on. 
As for the last two years of the general secondary school, the Ministry of 
Education is struggling to retain a broadly based content while reducing 
the number of subjects. 
The curriculum in the general secondary school is organised along the 
subject-centred approach. A high value is placed on reason and logical 
organisation of the content. Since logical organisation of the curriculum 
content is first in importance, the problems and interests of pupils as 
well as the social, economic and political demands are ignored or treated 
as of secondary importance. 
Despite many improvements which have been made, the curriculum content 
and its organisation and evaluation have not matched the expressed aims 
and goals. Improvements have always been made in terms of changing certain 
aspects of the curriculum without changing the fundamental concepts of it 
or its organisation. Changing institutions involves changing both aims 
and means although aims and institutionalised means may not always 
correspond. Here there is an emphasis on aims without a corresponding 
emphasis on adequate means to achieve these aims. Such aims as 'whole 
personality' or 'critical thinking' may be considered as aspirations with 
little attention being paid to the institutional means of achieving them. 
Examination which are all important in the general secondary school 
are rigid and unimaginative. From the beginning of the school year to 
the end, the teacher drills his students in the facts and information, 
especially those that the examiners are liable to stress. Examinations, 
therefore, are testing the lowest level of the cognitive domain, namely, 
the memory or recall, and disregarding the higher level of the mental 
process such as comprehension, application, analysis, analogy, etc. Thus 
there is a great discrepancy between the scope of curriculum aims and the 
scope of the evaluation process. 
As for the USA, the technological changes which have taken place during 
the twentieth century are more than what has been done in all previous 
history. Moreover, the pace of technology has increased sharply since the 
Second World War and appears to be ever quickening. Technological change 
affected almost every aspect of life in the USA. Automation in particular 
has had a dramatic impact on many American industries as well as on many 
parts of the service sector of the economy. 
Agriculture has been dramatically affected by technological change in 
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the broadest sense, with the result that the United States is producing 
much more food with less manpower than two generations ago. Behind the 
agricultural revolution there has been a tremendous network of roads and 
motorways and the establishment of agricultural experimental stations which 
helped in developing machinery, chemical crops, fertilisers and so forth. 
A further significant factor is the rapidly shrinking gap between 
scientific discovery and industrial and agricultural application. The 
most interesting factor, however, has been the recognition of the unique 
role of the universities and research centres in modern society; that they 
can create resources. This has been done in communications, steel industry, 
automobiles, nuclear energy, as well as in agriculture. Therefore, edu-
cation for adaptability to changes in the required skills is thought to be 
important. This means not only skill training that is broad enough to 
enable the individual to pick up new techniques with comparative ease as 
his changing jobs require them, but the emotional adaptability to accommodate 
himself to the changing needs created by technological innovations. 
At the beginning of this century there were sixty families who 
controlled a substantial portion of American productive wealth. The 
twentieth century, however, has witnessed a kind of redistribution of 
American wealth. In most of the largest corporations, ownership and control 
have become largely separated. The proportionate increase in professionals, 
urban proprietors, managers, officials, skilled and semi-skilled workers 
has sharply increased. The annual growth rate has increased. Per capita 
income increased rapidly at all levels of the social scale. 
Changes in the size and composition of the population have also 
important social and economic effects, as does immigration. In the USA, 
population has increased from about 80 million at the turn of the century 
to about 180 million in 1960, and to 205.4 million in 1970. During the 
nineteenth century immigrants had generally pushed into the agricultural 
areas. But from the beginning of the twentieth century the 'new' immigrants 
tended to remain in the industrial areas. They seemed far more than earlier 
comers to settle in self-contained urban neighbourhoods. 
The increase of population, combined with the opening access of 
secondary education for all, have been affecting enrolment in the public 
high school. The increase of enrolment has been spectacular. The unalter-
able fact was that teachers had to keep all the young people sent to them. 
This ground rule meant that something had to be found for each individual 
or group to do, and that something could not be the continual concentration 
on facts and memory. 
As a result of the sophistication of technology and its changing 
demands, the secondary school curriculum in the USA has focused upon a 
broad general education with an understanding of occupational demands. The 
rapid increase in population, with movement to urban areas, requires more 
goods and services. The employment demands are for the more highly skilled 
labour. All these result in greater emphasis being placed on vocational 
offerings in the secondary school. The increasing leisure time and the 
prospect of earlier retirement and longer life span, have reflected in much 
attention being paid to the cultural area of the curriculum. 
As for political changes, the Republican Party had dominated the 
political life in the USA from Independence until 1860. Then the Democratic 
Party was established. Since then, democratic ideas and democratic insti-
tutions have been growing up. One of these institutions was education. In 
many different ways, the leaders of the country said that if a society was 
to be a democratic one, then the people who elected the government, held 
office, made laws, enforced laws and consented to be ruled, must be educated 
as responsible citizens. How was this to be done? The answer was that it 
could best be done by a common school, close to the people, taught in 
English, to which all the students of all the people could go together and 
learn how to live together and govern themselves. 
However, a lot remains to be done. In the post-war era, in many 
circumstances, the USA has been called upon to play the role of leadership 
in international affairs that was taken previously by Britain and France. 
Her educational task has been changed. Already considerable interest has 
been shown by political scientists in the USA in the public's role in the 
conduct of international affairs. And this has been reflected in the curri-
cula of secondary and higher education. The secondary school is marked by 
an increasing Social Studies offering world history and economics, and 
world affairs courses have increased. New trends have also emerged, such 
as the increasing interest in the history and culture of non-Western 
societies and the role that each nation has to play now and in the future. 
As in Egypt and the USA, social mobility up and down the social scale 
in England could be explained in the light of the socio-economic, political 
and educational changes that have been taking place since the Second World 
War. It was during the second half of the nineteenth century and the 
beginning of the twentieth century that Britain enjoyed the fruits of a 
head-start in the industrial revolution. However, by the outbreak of World 
War I, British industry had certainly settled into a rigid pattern from 
which adjustment was only begun during the inter-war period and completed 
under the stimulus of the Second World War. Following the destruction of 
the war and the growing up of technology and competition in many parts of 
the world, many British industrial competitors concentrated on building up 
new capital equipment making use of the latest research and innovation. 
Since then the economy has altered and adapted itself, to a great extent, 
to the new situation. About 25 per cent of manufacturing workers are now 
employed in engineering, electrical goods, and shipbuilding industries, 
with their highly variegated output of products which fifty years ago were 
generally unheard of. Another 10 per cent are employed in the vehicles 
industry. The post-war period has witnessed the rapid increase of nuclear 
energy and the use of man-manufactured 'raw materials'. 
During the nineteenth and the beginning of the twentieth century, the 
economic resouces had been dominated by the private sector. Several 
public enterprises were started by Conservative governments between the 
two World Wars, but most of Britain's large nationalised industries were 
created by Labour governments after the Second World War. 
The mechanisation of agriculture in combination with the increases of 
efficiency in crop and animal production have resulted in an annual growth 
in labour productivity of about 6 per cent at present, which is much higher 
than the average improvement in manufacturing industries and double the 
rate of improvement in the economy as a whole. 
However, Britain's slow economic growth, compared with that of other 
advanced industrial nations could be attributable to two main factors: the 
capital and the human. The human factor includes the shortage of skilled 
labourers and engineers and the insufficient attention to the importance of 
engineering design, and the attitudes of trade unions and workers; and 
finally, the inefficiency and lack of initiative on the part of managements. 
Since the Second World War Britain has gradually lost its colonies in 
the world. Consequently, it lost a great deal of raw materials, investments, 
and markets. So, a growing distance has been recognised between Britain and 
the USA, Japan and some Western countries. Since the war, therefore, the 
USA has exercised the role of leadership in world affairs that Britain and 
France previously played. Eventually, Britain had to communicate and co-
operate with her European neighbours. 
In the pre-war period the government had been most of the time in 
the hands of the Conservative Party. Since the war the situation has 
reversed, the Labour Party has a clear preponderance over other parties. 
The social composition of Parliament has changed. The franchise rights 
had been extended to women, on the same terms as men, since 1935. Repre-
sentation of the hereditarily titled class, country gentlemen and upper 
class professionals, fell off sharply from the 1950s. The other professions 
together with scientists and technologists have come to contribute a large 
number in the Parliament representation. However, there is inconsistency 
between domestic and foreign policies and a lack of national unity about 
the economic policy. 
Changed world conditions after the war and the balance between the 
two major political parties have made the pursuit of consistent policies in 
Education in Britain a difficult task. Further, the inclusion of Britain 
into the European Community emphasises different kinds of learning including 
a more competent study of foreign languages and a widespread and continuing 
commitment to technological and commercial retraining. Did the educational 
system and the secondary school curriculum change to meet these needs? 
Many of the basic issues in political and economic affairs have been 
worsened by an educational system which tended to maintain traditional 
social class attitudes. However, education policies have been changed 
substantially. Secondary education for all was introduced immediately 
after the war. The school leaving age was raised to the age of 15 in 1947 
and to 16 in 1973. The reorganisation of secondary education on compre- 
hensive lines to eliminate selection is largely accomplished. However, 
there is a wide gap between the secondary school curriculum and the 
social, economic and political needs; young people are not sufficiently 
taught about these needs and problems facing their society. 
Despite efforts to reexpress social, economic, political and individual 
needs in curriculum aims and goals, the content, organisation and evaluation 
of the curriculum have not matched the expressed aims and goals. In England 
like in Egypt, and to a much lesser extent in the USA, there is an emphasis 
on aims without equal emphasis on adequate means to achieve these aims. 
In other words, the socio-economic, political and technological aims 
expressed especially in Egypt and to some extent in England, may be 
considered as aspirations with inadequate attention being paid to the 
institutional means of achieving them. 
Explosions of aspirations, and efforts to adjust educational systems 
to them do not take place in a social vacuum. There are no universal social 
laws; there are tentative explanatory hypotheses which apply on the basis 
of specific initial conditions, and in particular social contexts. In given 
social contexts there are sources of change which cannot be simplistically 
classified by particular theories (such as Marxism). There is some consensus 
however that technology and demography are frequent sources of change. It 
is also the case that political and social aspirations are powerful sources 
of change. The educational system itself is both the recipient of change, and 
in certain cases, the source of further pressures toward change. 
In summary, as Holmes points out: 
H... a specification of the circumstances under which 
predictions are to be made involves three operations. 
First, the contextual determinants or initial conditions 
should be identified and analysed in detail. Second, 
those relevant to the problem under consideration 
should be selected, thus reducing the total number 
of variables to manageable proportions. Finally, 
in order to make logical deductions each of the 
factors (variables) should be weighted relative to 
the others." 
1 
The contextual variables in the USA, England and Egypt will be 
classified in the following major categories: social mobility; techno-
logical change; demographic change; political change; and finally, 
educational change. Each of these categories identifies both an existing 
social condition and areas of social dynamics which pose problems of 
adaptability for the educational system. Within the educational system, 
some changes, for example, changes in school structures will pose problems 
in other educational areas - such as curriculum. 
Social and economic change is so various and continuous that, for 
analysis to proceed some arbitrariness must be introduced in analytic 
categories. By such arbitrariness one thing can be examined at a time. 
The categories chosen are those which are conventional among social change 
theorists. In each area of change it is important to find out whether the 
societies concerned have been getting more or less rigid and to predict the 
probable situation in the future bearing in mind, all the time, the edu-
cational condition. 
In a complex, industrial society where the level of technology allows 
movement towards more automation, one would expect an increase in technical 
and supervisory jobs rather than unskilled or routine clerical work, as 
machines are developed to take over heavy and repetitive work. Technological 
change is constant by altering the shape of the occupational distribution by 
creating new jobs at the upper levels. Therefore, one would expect a higher 
proportion of men working as technicians, skilled workers and administrators, 
and a lower proportion as unskilled labourers. This upgrading of the work 
force creates mobility as many sons of unskilled labourers become skilled 
workers, technicians and administrators. 
Under technological advancement, one would expect an expansion of the 
labour force, a change of the distribution of jobs, a decline in the farm 
jobs and an increase of urban professional, business and clerical jobs. 
One would also expect an increase in service occupations if more leisure 
time were available to greater numbers as a result of mechanical aids. 
Certainly all these changes create mobility at social scale levels. 
Technological changes have created demands on education in general, 
and on secondary school and its curriculum in particular. It is thought 
that educating for adaptability to changes in skills requirements is to be 
vital. This means not only curriculum activities are broad enough to enable 
the individual to pick up new techniques with comparative ease as his 
changing job conditions demand them, but the emotional adaptability to 
accommodate himself to the changes created by technological innovations. 
Demographic change, composition of population, the size of each age-
group, the birth and death rates are also affected in social mobility. 
For example, birth and death rates in high status groups are major factors 
in determining the availability of high status positions and in industrial-
ised societies, such as the USA and England, the general rule is for the 
birth rate to go down as income and status positions go up. But this is 
true only among the educated class in Egypt. 
The population pattern in which the percentages of the young-age group 
is high and the old-age group is low is characteristic of the demographic 
status of developing countries, such as Egypt, and has a great effect on 
the efforts made in the field of socio-economic and educational progress. 
The increase in the proportion of children, as a result of the high birth 
rate, creates an increase in expenditure in the field of public services, 
especially education, health and social welfare. This in turn creates more 
pressures on the productive elements of the population. 
Immigration and migration also affect social change and social mobility. 
The population movement of consequence in the countries concerned has been 
the migration of rural young people to the big towns and cities. They 
usually entered industries at the unskilled and semi-skilled levels. They 
often suffered discrimination which slowed their ascent into the skilled 
and white-collar jobs. 
The European reformers and the American revolutionaries did not think 
that individuals were equal in all respects. They thought individuals should 
be equal before the law, but national leaders should be selected from an 
aristocracy, not of birth, but of natural talents. This justified a special 
kind of secondary school with a special curriculum for the academically and 
intellectually able students. The most important feature of the concept of 
equality was related to political equality. Economic equality was ignored. 
Even though few national leaders denied the right of every adult to exercise 
the vote. 
In practice, equality before the law has been followed by political 
equality. The old aristocracy has been destroyed and power has gradually 
shifted from them to the middle class of employers, managers and professional 
people until now it is shared by the latter and those institutions which 
represent the interests of the majority of the populations. Labour every-
where gained considerable power, and this has resulted, particularly since 
the Second World War in America and England, and since the 1952 Revolution 
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in Egypt, in far greater economic equality. Ever since, there is a 
general tendency for moving away from an elitist view of society to a 
more egalitarian view. There has also been a growing concern about 
equality of opportunity and questions of social justice, in addition to 
the configuration of democratic institutions and the move away from 
religious values to the more rationalist and secular ways of thinking, 
particularly in America and England. The former demands that the curri-
culum should provide opportunities for children to learn the skills needed 
in the making of democratic decisions, the latter has made pupils more 
likely to question authority and to demand explanation and participation. 
Under both arguments, education as a human right and education as a 
form of investment for economic growth, secondary education for all has 
been accomplished and a common school for all has been established in both 
the USA and England. In Egypt, free education at all levels has been 
accomplished, and the expansion of compulsory education up to the age of 
15 or 16 has been emphasised. 
As a result of trends towards greater technological complexity and 
larger organisational size, American society has become more bureaucratic 
both in private industry and in government. A major feature of bureau-
cracies is that they establish formal rules of 'personnel policy'. These 
rules define various jobs and establish requirements of education and 
experience for each position. Consequently, the secondary school curriculum 
has been geared to some extent to social and economic needs. Before people 
are allowed to show what they can do, they must display diplomas which 
indicate what they have learned. 
In Egypt and England, however, the curriculum was geared to the needs 
of the leisured class and of those belonging to it who were destined to 
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become the leaders of a certain kind of society. The ability of this group 
to direct young people, today, into socially necessary occupations is open 
to question. Similarly, its relationship with a social-class structure in 
which power is no longer the monopoly of one class might be disruptive. 
However, the traditional curriculum in secondary school at present tends 
to perpetuate a class system based on educational opportunities which 
represents neither economic nor political power. 
Concerning the analysis of curriculum in the three countries, Holmes's 
classification of the four main curriculum theories, namely essentialism, 
encyclopaedism, pragmatism and polytechnicalisation will be followed. 
Further, an identification of each of these curriculum theories will be 
carried out throughout the thesis in terms of: aims; content; organisation 
and method; and evaluation. But why is this classification necessary? 
All curricula, no matter what their particular design, are composed 
of certain components. A curriculum usually contains a statement of aims 
or goals and of specific objectives. The statement of aims indicates some 
selection of content and learning experience and it indicates also the way 
in which the content ought to be organised. Only certain objectives can 
be implemented by the nature of curriculum content. Others can be 
implemented only by the nature and organisation of learning experiences. 
Thinking, for example, is one of the latter objectives. So, the statement 
of aims either implies or manifests certain types of teaching and learning, 
whether because the objectives required them or because the organisation of 
the content demanded them. Finally, a curriculum includes a programme of 
evaluation which ought to be consistent with the nature of aims and 
objectives and relevant to diagnosing the weaknesses and strengths of the 
teaching and learning process, and measuring the outcomes. 
Curriculum development, therefore, is a complex undertaking that 
demands many kinds of decisions. Decisions need to be made about the 
general aims which schools are to pursue and about the more specific 
objectives of teaching and learning. The major areas of knowledge must 
be selected, as well as the specific content to be covered in each. 
Decisions need to be made about the type of organisation and teaching 
methods with which to implement both the content understandings and other 
objectives. Decisions need to be made regarding how to evaluate what 
people are learning and the effectiveness of the teaching and learning 
process in achieving the desired aims. Finally, a decision needs to be 
made regarding what over-all pattern of curriculum theory, the designed 
curriculum, is to be. For all these considerations, it is intended here 
to analyse the curricula in the three countries in terms of aims, content, 
organisation and method, and evaluation. 
NOTE: 
1. 	 Holmes, B. Problems in Education: a comparative approach, 
London, Routledge & Kegan Paul, 1965, p.41 
ORGANISATION OF THE THESIS 
This thesis consists of five parts. Part One, which consists of 
Chapter 1, is allocated to problem analysis. 
Part Two comprises Chapters 2 and 3. Chapter 2 has been allocated 
to contextual variables of change in the USA since 1900. This chapter 
will deal with the following aspects: 
a. Social change: social mobility; the norms and attitudes 
towards secondary schools and their curricula. 
b. Technological change: in industry and agriculture; the rate 
of economic growth; the need for skilled manpower and their 
bearing on the secondary school curriculum. 
c. Demographic change and its bearing on secondary school 
enrolment and curriculum. 
d. Political change: normative change, institutional change, 
democratic participation and its bearing on the curriculum. 
e. Educational change: the reorganisation of secondary education; 
the effects of selective or non-selective system; and finally, 
the system of administration. 
Chapter 3 has been allocated to curriculum development in the American 
secondary high school since 1900. In this chapter, a theory (theories) 
will be chosen to examine the nature of the curriculum in the USA, and to 
indicate the changes that have or have not taken place in response to the 
contextual variables set out in Chapter 2. This shall be done taking into 
consideration contextual causes, curriculum aims and objectives and 
curriculum content and learning experience. In this aspect, attention will 
be paid to the balance between different areas of knowledge and the intro-
duction of vocational and practical studies. Attention will also be given 
to the organisation of content, evaluation systems and finally, the tendency 
towards a common core curriculum. 
Part Three comprises Chapters 4 and 5. Chapter 4 will deal with 
contextual causes of change in England since the Second World War. This 
chapter will be written in the same manner as Chapter 2. Chapter 5 has 
been allocated to curriculum development in secondary school in England 
since 1944. This chapter will be written in the same manner as Chapter 3. 
Part Four comprises Chapters 6 and 7. Chapter 6 has been allocated 
to the analysis of contextual causes of change in Egypt since 1952. 
Chapter 7 is allocated to curriculum development in the general secondary 
school in Egypt since 1952. This chapter will be written in the same 
manner as Chapters 3 and 5. 
Part Five comprises the final chapter, which is Chapter 8. This 
chapter will attempt to establish bases for a curriculum model which might 
be appropriate to the Egyptian conditions and needs identified in 
Chapter 6. This chapter will attempt also to show what has been learnt 
from the curriculum responses of the United States and England to socio-
economic and political changes. 
PART ONE  
CHAPTER 1 
PROBLEM ANALYSIS AND 
INTELLECTUALISATION 
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I. THE CHANGES IN EGYPT SINCE 1952  
The 1952 Revolution stands as a turning point in modern Egyptian 
history. Many socio-economic and political changes have taken place 
since then. 
On the eve of the Revolution six major goals were announced. The 
most salient of these were: a) achievement of the country's complete 
independence; b) setting up of a sound democratic system; and 
c) establishing social justice.1 The attainment of these Revolutionary 
goals required changes in many aspects of society. 
1. Political Change  
The instability and unrest which had characterised the pre-Revolution 
period was attributed to various phenomena: foreign occupation, a corrupt 
monarchy allied with feudalism and monopoly, and the political party 
situation. Changes made subsequently were as follows: 
a. From monarchy, the republican regime was established in 1953. 
b. Complete political independence was accomplished according to 
the Treaty of Evacuation in 1954. 
c. Political parties which were "only groups differing on personal 
questions or those regarding the Anglo-Egyptian relations",2 were 
dissolved in 1953. Democracy according to the Revolution has 
come to mean "the sovereignty of the people, the placing of all 
authority in their hands and the dedication of power to the 
achievement of their goals. "3  
A socialist form of democracy was adopted: one political organisation 
for the whole people. This political organisation took the form of the 
'Liberation Rally' from 1953 to 1957, the 'National Union' from 1957 until 
1962, and the Arab Socialist Union from 1962 until the mid-1970s. In late 
1976, The Arab Socialist Union has split into three parties: right, middle 
and left. The National Assembly consists of representatives of the three 
parties. 
d. Representation of the masses underwent big changes. Two fifths of 
the parliamentary members were appointed by the King. The rest 
mostly represented the big landowners and capitalists. Accordingly, 
the parliamentary organisations "hardly touched the lives of the 
bulk of the Egyptian people, the millions of fellaheen who lived 
in thousands of little hamlets in the Egyptian countryside".4  
Mass representation has been attained since 1957. Peasants and 
labourers have been granted the right of 50 per cent representation 
in Parliament as well as in all legislative councils.5 
2. Social Changes  
The structure of Egyptian society has undergone major changes since 
1952: 
a. Before the Revolution, two distinct classes encompassed the 
majority of the population. The first class was composed of 
feudalists and capitalists, who represented only half a per cent 
of the total population but who owned more than 34 per cent of 
the cultivable land. The second class was mainly peasants and 
labourers. A middle class did exist but was mostly uninfluential.6 
Hence, a policy of social justice has been adopted to bridge the 
gulf between rich and poor through the laws of Land Reform in 
1952, 1961 and in 1968, and also the Socialist Laws of 1961. 
b. The welfare of the masses came to be a main concern of the State. 
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For instance, 400,000 families including some three million 
individuals benefited by land redistribution. Co-operative 
Societies were established all over the countryside to offer 
various forms of aid to farmers. In 1971 the number of such 
Societies reached 5,013 covering all Egyptian villages.7 
Social Service Centres were established in rural as well as 
urban areas. In 1971 their number reached 1,023 in the country 
as a whole.8 
c. The importance attached to industry required improvement in the 
conditions of the labouring group. According to the 1961 
Socialist Laws, labourers enjoy: 50 per cent representation on 
boards of factories; 25 per cent of the annual net profit of the 
firms where they work; reduction of working hours to seven per 
day; various types of insurance in case of sickness, retirement 
and accidents. 
d. The status of women within Egyptian society has been substantially 
improved. They have been given franchise rights since the 1956 
Constitution and formal equality with men in most types of work. 
According to the National Charter in 1962, "woman must be regarded 
as equal to man and she must, therefore, shed the remaining 
shackles that impede her free movement so that she might take a 
constructive and profound part in shaping life. 9 The enrolment 
of girls in all stages of education (which did not exceed 6 per 
cent in 1937) amounted to 38 per cent, 34 per cent and 36 per cent 
in primary, preparatory and general secondary education re-
spectively in 1974.10 
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3. Economic Changes  
The Egyptian economy before the Revolution was undergoing serious 
crises. Economic conditions were made worse by the slow growth of 
national income relative to the rate of population growth. The average 
annual growth rate in the national income from 1937-1947 was 1.5% whilst 
the growth in population was 1.9% during the same period.
11 Since the 
Revolution radical changes have been undertaken to improve living standards: 
a. The dominantly free enterprise policy was replaced by a socialist 
one depending on economic planning and State control. The 
Constitution stated that, "The National economy shall be organised 
in accordance with a comprehensive development plan which ensures 
raising the national income."12 
b. The agrarian economy before the Revolution (66% of the investments 
were in agriculture alone with a heavy stress on cotton production) 
was replaced by an agro-industrial one. Investment in agriculture 
from 1960-1970 was estimated at 36% whilst in industry it was 
49.5%.13  Attention to agriculture continued. For example, almost 
one million feddans have been reclaimed, that is 16% of the whole 
cultivable areas at mid-century.14 
In industry, care has been given to the existing industries as well 
as to establishing new ones. Since 1952, 800 new industrial 
projects have been established.15 Consequently, a clear change in 
the distribution of labour force has been witnessed. Between 
1960-1970 the number of agricultural workers declined from 58% to 
51% of the whole labour force, while in industry it rose from 12.6% 
to 18.5% 
c. Ownership, predominantly individual before the Revolution, has been 
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changed through a series of nationalisation schemes to three 
styles of ownership: public, co-operative and private. The 
National Charter stated that, "Nationalisation is the transfer 
of one of the means of production from the sphere of private 
ownership to that of public ownership."16 
 
d. The planned economic policy necessitated the establishment of new 
institutions, such as : the Permanent Council for Development of 
National Production in 1953; the National Planning Committee for 
drafting a national comprehensive plan for social and economic 
development in 1955; a new Ministry of Industry in 1956; and a 
new Ministry for Scientific Research in 1964. 
It should be noted, however, that the socio-economic measures taken 
since 1952 have not all been of equal success, nor could they solve all 
the problems encountered. Chief among the hindrances is the population 
growth which is one of the highest in the world. The total population of 
the country nearly doubled in about thirty years. The population increased 
from 15,933,000 in 1937 to 30,076,000 in 1966.17 
II. THE PROBLEM AREA  
The socio-economic and political changes after the 1952 Revolution 
have created a demand not only for more scientists and technologists, but 
also for more skilled workers and technicians to play their part in 
modernised and even automated industry. 
According to a report made by the Ministerial Committee for Manpower 
in 1967, about educational policy in Egypt, "the expansion of education in 
Egypt has been carried out in a quantitative direction without paying due 
attention to the qualitative needs which are required for social and economic 
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development."18 Egypt, therefore, is faced with an acute shortage among 
semi-skilled workers, skilled workers and technicians, while a surplus of 
labour exists for non-skilled jobs. 
In the same report, the shortage of semi-skilled workers was estimated 
at 434,000 in 1970 and 500,000 in 1975, and is expected to rise to some 
656,000 in 1980. The shortage of skilled workers was estimated at 139,000 
in 1970, 267,000 in 1975, and is expected to rise to some 759,000 in 1980. 
The shortage of technicians was estimated at 213,000 in 1970, 263,000 in 
1975, and is expected to rise to about 373,000 in 1980.19 
The shortage among these groups could be attributable, in part, to 
the great numbers of students preferring to join general secondary schools 
rather than technical secondary schools. The National Council for Edu-
cation, Scientific Research and Technology in 1974 reported that 48 per cent 
of students were enrolled in general secondary schools. Of the 52 per cent 
of students enrolled in technical schools, 14.1 per cent were in industrial 
schools, 5.9 per cent in agricultural schools and 32 per cent in commercial 
schools.20 
One of the aims of the general secondary school is to prepare its 
students for universities and higher institutes. But the numbers of 
secondary school graduates exceed the capacity of universities and higher 
institutes. These institutions cannot absorb more than 50 to 60 per cent 
of the graduates. Moreover, the government does not undertake their 
employment in the public sector. The private sector employs few of them 
because of their lack of useful skills; there is already a surplus of 
clerks. Thus, the surplus of general secondary school graduates does not 
easily make skilled or even semi-skilled workers, or contribute qualitative-
ly to the needs of development. 
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In the post-war period the USA and England have seen an increasing 
demand for skilled labour and technicians to play their role in recon-
struction and development. Holmes pointed out: 
"The war had multiple effects on Europe. All the major 
powers suffered economically.... In the victorious 
countries, particularly, there was a heightening of 
aspirations and expectations, the overriding principles 
of which were egalitarian. In Western Europe the demand 
was for peace, improved housing, better health services, 
... and greater and less expensive access to education." 
21 
The demand for education grew under the impetus of both arguments - 
education as a human right, and education as a form of investment for 
economic growth. 
"The socio-political reformers demanded 'secondary edu-
cation for all'. Progressive educationists agreed that 
secondary education as a human right should be made 
freely available and stressed the interests of each 
individual child in their desire to introduce more 
active methods of teaching and learning." 
22 
The explosions of knowledge, aspirations, and population have 
contributed different pressures at different times in the three countries 
(USA, England and Egypt). The nature of demands can be grouped as follows: 
a. a demand for secondary education for all students according to 
their abilities and interests; 
b. an economic demand which has reflected the skilled manpower 
required for industry, commerce and the social services. 
On the other hand, secondary schools have failed (at different degrees 
in the three countries), to respond adequately for the following reasons: 
a. traditional resistance or reluctance to educate young people ac-
cording to their abilities and interests, e.g. the Selective System 
in both England and Egypt. 
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b. institutional resistance, e.g. unbalanced curricula, the prevalence 
of theoretical concerns over practical ones, the stress on 
memorisation and rote learning, the rigidity of examinations, etc., 
especially in Egypt. 
In the USA and England educational provision has approximated to 
demands more than in Egypt. For instance, secondary education for all 
students according to their interests and attitudes has been adopted as a 
stated policy in both the USA and England. The balance between languages, 
social studies, mathematics and natural sciences has been achieved to a 
great extent in the USA even more than in England, and in both countries 
more than in Egypt. The introduction of optional subjects to suit the indi-
vidual differences has been achieved to a great extent in the USA, to some 
extent in England, but not yet in Egypt. Some attention has been given to 
vocational and practical skills in education in the USA; less attention 
has been given to these skills in England and Egypt. In the classroom, the 
stress laid on understanding, application, analysis and analogy rather than 
memorisation has been considerable in the USA and England; less so in Egypt. 
In both the USA and in England, there is some flexibility of curriculum 
provision. In both countries, each state or local authority or even every 
single school decides its own curriculum and method of teaching and 
textbooks, etc. In Egypt the situation is reversed. There is a deadening 
effect of a rigid centralisation which prescribes exactly the same curri-
culum and textbooks for every single school. 
The explosions - of knowledge, aspirations and population - have 
contributed different pressures on the curriculum and methods of teaching. 
The greater amount of information means that it seems as if more must be 
learned if mastery is to be thorough. Students feel the pressure to 
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specialise earlier and earlier. Having specialised, they find it evermore 
difficult either to change from one area to another or to gain an overview 
of several fields.23 
The explosion of knowledge and changes in school organisation have 
created problems of curriculum development. Holmes points out that: 
"A major question is whether plans for curriculum 
differentiation can be prepared which will meet the 
many aims of education. Can the learning experiences 
and activities which constitute the curriculum meet 
the needs of society? And how, out of the vastly 
increased body of knowledge can appropriate selections 
be made?" 
24 
The explosion of scientific and technological knowledge accounts for 
another form of curriculum interest: 
"namely the relationship between general (or academic) 
and vocational education. Of widespread concern, par-
ticularly of the 16-18 age group, is how relationships 
between school and work can be adjusted to satisfy edu-
cational, consumer and manpower demands." 
25 
In response, vocational subjects have been introduced in the USA and 
enrolments increased in vocational programmes. In England very little has 
been done. And in Egypt nothing has been done within general secondary 
education. 
The increased birth rate during the war and immediately afterwards in 
the three countries, combined with the adoption of secondary education for 
all in the USA and England, has filled the schools with young people. The 
percentage of pupils in any class who could be expected to benefit from 
the old methods declined considerably. Braumer pointed out that "the 
enrolment revolution made schooling for the new clientele a regulatory fact 
before it could assure them a successful education."26 
To meet the explosion of aspirations school systems expanded in the 
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three countries and secondary education was reorganised, or transformed, 
along comprehensive lines in both the USA and England. The age of 
compulsory attendance has been raised in both countries, and attempts 
have been made to universalise primary education in Egypt. 
III. THE PROBLEM  
In Egypt, the socio-economic and political changes that have taken 
place since 1952 have not been matched by changes in the general secondary 
school curriculum. 
1. Problem Analysis  
Changes in the social, economic and political context (as reflected 
in both educational and non-educational institutions) which have altered 
the demand for quality as well as quantity of secondary education have been 
met by a non-change response from the curriculum in the general secondary 
school. In other words, there is imbalance or inconsistencies between the 
socio-economic and political changes on the one hand and the non-change in 
the general secondary school curriculum on the other hand. 
According to Holmes, "every educational issue has its socio-economic 
and political dimensions; and the reverse is equally true."27 It may be 
fair to say that the socio-economic, political and even educational changes 
which have taken place in Egypt since 1952, in England after the Second 
World War, and in the USA since 1900, can serve as a point of departure for 
research in the curriculum development at secondary level. The problem 
itself, however, determines what is the relative importance of each of the 
factors contributing to it and its solution. 
Accordingly, the major changes which have to be stressed in this study 
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are: social change, social mobility and the norms associated with them; 
the modernisation of industry and agriculture, the changing needs for 
skilled manpower, the rate of economic growth and the real income and 
standard of living and the norms associated with the modernisation of the 
economy; politically, stress will be laid on political norms, political 
institutions and democratic participation; demographically, stress will be 
laid on the increase of population, the age and sex distributions, the norms 
associated with them and their effect on school enrolment and curriculum; 
finally, in education, stress will be laid on the reorganisation of 
secondary education, the effect of Selective or non-Selective Systems, 
administration and the norms associated with them. 
Concerning the non-change area which is the curriculum in general 
secondary school, stress will be laid on the following aspects: the 
vagueness of the curriculum aims and objectives and the inconsistencies 
between them as norms, and the curriculum content, organisation and methods 
and evaluation; the imbalance in the content of curriculum between different 
areas of knowledge; the prevalence of traditional organisation and methods 
of teaching and learning; and finally, the prevalence of traditional 
examinations that lay stress on memorisation and rote learning, regardless 
of understanding and critical thinking. 
Such limitations do not imply that the other aspects of education, such 
as the general aims of education, structure, centralisation, finance and 
teacher education and training will be ignored. The selection of these 
variables simply means a restriction of interest on those which are most 
related to the problem at hand and its solution. 
2. Policy Formulation  
As Holmes points out, inevitably, policy must be "goal-directed",
28 
a reflection of "social aspirations and expectations". Thus, 
"the planners' task is to formulate policy (or policies) 
in such a way that those whose duty it is to adopt it 
can, if they wish, make a rational decision based on 
predicted outcomes." 
29 
Concerning the problem at hand, the main aim of general secondary 
education in Egypt - as stated by the Ministry of Education - is not only 
to prepare students for universities and higher institutes, but also to 
prepare them for life in their society as active and productive members. 
But the present curriculum in the general secondary school is not 
realising these aims. For schools to achieve these aims and to respond  
adequately to the demands made by the socio-economic and political changes  
the following changes in curricula should be put into practice: 
a. The establishment of a set of clear aims and specific objectives 
which could be applicable in the classroom. In formulating these 
aims and objectives, three resources must be taken into consideration: 
first, the socio-economic and political aims and goals; second, the 
nature of knowledge and disciplines; third, the nature of the indi-
vidual student, his needs, interests and abilities. 
b. The establishment of a common core curriculum, where every student 
must reach a minimum level of skills, experiences, understanding in 
the main areas of knowledge at a basic level. 
c. Further, an individualised curriculum should be offered, where the 
student can take options according to his abilities and interests. 
d. Establishment of a balance between different areas of knowledge, 
e.g. between languages, social sciences, mathematics and natural 
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sciences. 
e. Establishment of a balance between theoretical and practical 
studies. 
f. Establishment of a kind of integration within and between areas 
of knowledge. 
g. Establishment of an adequate system of evaluation, i.e. a system 
based on initial diagnoses, teaching flexibility, feedback and 
final assessment. 
This is the working hypothesis for this study. An alternative 
hypothesis could be: replanning the curriculum in the same way as stated 
above, within the reorganisation of secondary education. 
3. Intellectualisation  
Problem "intellectualisation is necessary in order to sharpen the 
foci of an investigation".30 On the one hand, problem intellectualisation 
will help in clarifying the relevant concepts; on the other, it will 
narrow the field of investigation to manageable proportions. The problem 
at hand demands a careful analysis of the relevant contextual variables, 
as specified above, in the three countries. It also demands the analysis 
of the concept of curriculum development, its criteria and its components 
in their relations to the identified contextual variables. 
a) Curriculum Development  
All curricula, no matter what their particular design, are composed 
of certain components. These components are: aims and specific objectives, 
content, organisation and methods, and evaluation. According to Taba, "if 
curriculum development is to be a rational and a scientific ..., the 
decisions about these elements need to be made on the basis of some valid 
criteria."31 Taba continues saying that, 
"The difference between a curriculum decision-making which 
follows a scientific method and develops a rational design 
and one which does not is that in the former the criteria 
for decisions are derived from a study of the factors 
constituting a reasonable basis for the curriculum." 
32 
These factors, she concludes, are: the learner and learning process, the 
culture and society and their needs, and finally, the nature of knowledge 
and disciplines. Therefore, scientific curriculum development needs to 
draw upon analysis of these factors "in order to determine the purposes 
of the school and the nature of its curriculum."33 
Curriculum development is, after all, a plan for preparing young 
people to participate as productive members in their society. One would 
ask then, what are the social and cultural needs of a society? In order 
to answer this question, an analysis of socio-economic, political and 
cultural conditions of the society is necessary for determining the aims 
and objectives of the curriculum, for the selection of content and learning 
experiences and for the selection of what is to be stressed in teaching and 
learning. 
The nature of society and its needs, therefore, constitute the first 
source of criteria for making decisions about the curriculum. The second 
source of criteria for making decisions about curriculum development is 
the nature of the learners and the nature of the teaching and learning 
processes. Taba states that: 
"A curriculum is a plan for learning; therefore, what is 
known about the learning process and the development of 
the individual has bearing on the shaping of a curriculum. 
Such knowledge should determine which objectives are 
achievable under which conditions." 
34 
Information about teaching and learning process is also important. 
Taba continues, 
"If learning is an organic whole, then the curriculum 
should not be piecemeal. On the other hand, if learning 
is developmental, then the curriculum should also embody 
a developmental sequence." 
35 
The nature of knowledge and the specific characteristics and unique 
contributions of each discipline constitute the third source of criteria 
for making decisions about curriculum development.36 
The theory of knowledge raises many questions about the relationship 
of the various disciplines to the development of mind and to the nature 
of knowledge. Consideration of the kind of integration which should be 
aimed at in curriculum planning within and between the broad areas of 
knowledge, is helped by a view of the nature of knowledge which relates 
the disciplines to specific modes of thinking. Peterson,37 for example, 
does not think of general education in secondary schools in terms of 
general knowledge, but rather in terms of the development of four main 
modes of thought: the analytic, the empirical, the moral and the aesthetic. 
Phenix38  proposes six realms of meaning in his generic classification of 
knowledge: symbolics (languages, mathematics), empirics (physical sciences, 
social sciences), aesthetics (music, visual arts, literature), ethics (moral 
philosophy), synoptics (history, religion), and synnoetics (a term used by 
Phenix to represent personal or relational knowledge as in certain aspects 
of philosophy or psychology). 
According to this view, disciplines are rarely assignable to a single 
mode of thought or realm of meaning; for example, literature contributes 
to the development of both moral and aesthetic realms. The view of the 
nature of knowledge which relates different disciplines to specific modes 
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of thought or meaning seems to suggest that an appropriate relationship in 
the curriculum between the broad areas of knowledge would be that which 
resulted in the exercise of all modes of thought at a level appropriate to 
the learner. 
Curriculum development is, therefore, a complex process that includes 
many kinds of decisions. Decisions have to be made about the general aims 
and specific objectives. Decisions need to be made about the appropriate 
selection of content and learning experiences. Further decisions need to 
be made about the adequate organisation, methods and evaluation. All these 
decisions, when in the process of being made, have to take into consideration 
the three sources of criteria identified above, namely, the nature of society 
and its needs; the nature of the individual, his abilities, attitudes and 
needs; and the nature of knowledge and disciplines. 
Nevertheless, if no careful attention was paid in amking these 
decisions about the curriculum development, inconsistencies may occur 
between the aims of curriculum (as norms), and the content, organisation 
and evaluation of the curriculum. Inconsistencies may also occur between 
the social, individual and cultural needs on the one hand, and the curri-
culum on the other. For example, in Egypt, England, and to a much lesser 
extent in the USA, there is an emphasis on these needs in the curriculum 
aims without a corresponding emphasis on adequate means to achieve these 
aims. In other words, the socio-economic and political demands expressed 
in the aims of general secondary school curriculum may be considered as 
aspirations with little or no attention being paid to the institutional 
means of achieving them. 
b) Social Equilibrium and Education  
According to Roberts, an important mediating process through which 
the economic demands are transformed into educational practices is a 
society's system of social stratification, its political system and the 
norms associated with them. In his own words, 
"the economic system has little direct influence upon 
education but that its influence is mainly mediated 
through other institutional systems; particularly 
through political systems, through systems of social 
stratification, and through the ideologies associated 
with them." 
39 
Turner argued that the dominant ideologies in societies can act as 
"organising folk-norms" .40  He contrasts the elitist ideology which, he 
claims, is dominant in Britain, with the populist ideology in the USA, and 
he concludes that in accordance with these different ideologies, the de-
velopment of the economy in the two countries has resulted in different 
educational solutions to similar problems being devised in the two countries. 
Some members of the high and middle classes seek the appropriate education 
in order to maintain or improve the class positions occupied by themselves 
and the members of their families. The economically weaker sections of 
society will tend to use the political system in order to increase their 
educational opportunities. 
Politically, whether the economic needs are transformed into edu-
cational practice depends mainly upon the government norms relating to 
education: 
"A government may decide to pursue an educational policy 
closely geared to the needs of industry in order, for in-
stance, to facilitate economic growth.... Governments 
may wish to use education as a means of creating national 
unity or as a means of securing the ideological commitment 
of the population to the ruling regime." 
41 
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Because of these mediating processes, changes may take place in some 
elements of the social system before an adequate change could take place 
in the other elements, i.e. the economic and technological changes on the 
one hand, and the lack of democracy and democratic participation on the 
other. Such a case will bring about inconsistencies or unequilibrium in 
the non-adaptive and the non-dynamic social system. 
According to Pareto, a 
"social system is in equilibrium if, when it is artificially 
subjected to some modification different from the modifi-
cation it undergoes normally, a reaction at once takes 
place tending to restore it to its real, its normal state." 
42 
This would imply that a change in the various elements that enter the 
system and any change in their mutual relations will bring about a reaction 
which will minimise the impact of the change. This emphasises the point 
that an equilibrium system is dynamic and adaptive. 
But when a change occurs in different ways and at a different time 
and on a different scale, it brings inconsistencies in the behaviour of 
that system. There are some changes which are cumulative and others which 
proceed gradually and, therefore, without the system being completely 
adaptive, change does not always lead in the direction as the norms of the 
system expect it should - i.e. towards the state of equilibrium. 
Parsons, however, recognizes the equilibrium state as "a theoretical 
point of reference. In empirical fact no social system is perfectly equi-
librated and integrated."43 This lack of complete equilibrium is explained 
by the inconsistency in changes that occur all the time in a social system; 
sometimes within norms, or between norms and institutions, or within insti-
tutions. 
Concerning the problem at hand, Egypt, for example, has abandoned most 
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of the policies which were followed before the Revolution, and more in the 
direction of participatory socio-economic and political culture. These 
changes of policy have led, in some cases, to instability and disorder 
mainly because such changes demand normative changes first. In some other 
cases, changes in some institutions without adequate changes in some other 
institutions create inconsistency, i.e. the socio-economic and political 
changes on the one hand, and the non-change in the general secondary school 
curriculum, on the other. 
It is, therefore, fair to say that institutional changes in harmony  
with the normative patterns, and with adequate and simultaneous changes in  
other institutions, will lead to equilibrium. 
c) Modernisation and the Curriculum  
The policy of a society relating to education is liable to be influenced 
by normative conceptions of how this society ought to be structured and how 
it ought to be governed and developed. A 'modern' society is visualised to 
have, as Abernethy says, 
"a high degree of vertical and horizontal mobility, mass 
literacy, recruitment to office on the basis of indi-
vidual achievement, and the emergence of specialised 
and interdependent occupational roles." 
44 
The 'modern' state in such a modern society is usually conceived, according 
to Abernethy, 
"of as an independent nation state composed of citizens 
who are equal before the law and at least nominally 
able to participate in the selection of the ruling 
elite; government is relatively centralised, accepts 
some responsibility for the welfare of its citizens, 
and efficiently deploys its human and material re-
sources in the solution of pressing policy problems." 
45 
Thus, a 'modern' society is also a democratic one in which participatory 
socio-economic and political culture is prevailing, its democratic ideals 
are its guiding norms for its social and political institutions, its 
philosophy, as a whole is in harmony with the needs and interests of its 
citizens. Citizens in such a society are expected to participate in the 
social, economic and political processes. 
The existence of such a participatory socio-economic and political 
culture presupposes the existence of the 'modern' man. Judging against 
two criteria namely, rationality and activeness,46 modern man is 
"oriented toward the future, regards changes as the norm 
rather than the exception, is self-conscious about his 
own thinking processes, and places a premium on 
'scientific' modes of explanation." 
47 
Such a concept of 'modern' man implies that his education is 'scientific', 
and that the 'citizen' in him is active in social, economic and democratic 
participation; he is also prepared for change and remains 'adaptive' in 
his attitudes and behaviour. 
The establishment of socio-economic, technological and political 
institutions requires not only an awareness of the processes involved in 
them and the skills needed for them, but also a qualitative change of ethos 
from ignorance and passive acceptance of authority to the 'rationality-
activist' model which requires from the individual a constant adjustment 
and flexibility to change. 
The establishment of the new institutions without preparations for the 
change and without adjustment and readjustment causes gaps between the 
dominant norms of the old society and the new norms accompanying the new 
institutions. Such an 'a-synchronous' change creates inconsistencies 
between the old norms and the new norms, between the old skills and the new 
skills. 
These new elements of culture take time to be built as they include 
reorganisation of the old values and norms. Education has been regarded 
as a substitute for time to build new social, economic and political 
culture, and also through the process of teaching and learning the gaps 
and inconsistencies mentioned above can be minimised. Many educationists 
and economists support this view; for example, Almond and Verba say that: 
"The great advantage of education is that skills that 
may take years to develop for the first time can be 
passed on much more easily once there are some who 
possess them." 
48 
Education is the most important determinant of new attitudes, and it is 
also the most manipulatable. Harbison and Myers have regarded education 
as "the key that unlocks the door to modernisation",49 and literacy is 
regarded as "the basic personal skill that underlies the whole modernising 
sequence" .50  It is assumed here that educated citizens are more able to 
participate positively in their social, economic and political affairs. 
They are also able to transform the social norms to social reality. 
What is the specific role which the curriculum at secondary level 
should play? Holmes points out that, 
"The complexity of modern technological society makes it 
necessary for the curriculum to help to provide two things. 
First, a scientifically literate population - that is to 
say, one whose members can critically assess the scientific 
and social implications of scientific pronouncements.... 
What is here argued is that every social problem today has 
its scientific aspects. Rational decisions cannot be taken 
by individuals unless they can in some measure assess these 
for themselves. The second task of the curriculum is to 
ensure that enough young people are educated for and 
encouraged to enter occupations that require very high 
scientific and technological training. This means that the 
curriculum should, at least, not discourage the entry of 
able pupils into technical work." 
51 
Concerning the establishment of democratic institutions, the demands, as 
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Holmes puts it, 
"that the curriculum should provide opportunities for 
children to learn the skills needed in the making of 
democratic decisions. This implies the development of 
a social intelligence that will take into account all 
the aspects of a problem - the moral, the political, 
the scientific, the economic, and so on - work out the 
possible consequences of any policy and judge in the 
light of these." 
52 
4. Formulation of Policy Proposals  
The question then arises: Is the general secondary school curriculum 
in Egypt developed in such a way as to meet the above mentioned demands 
and needs? In answering this question the following will be undertaken: 
First, curriculum development in Egypt will be examined in relation 
to two other countries, namely the USA and England, which have been faced 
somewhat earlier than Egypt with some of Egypt's current problems. To do 
this, a survey of the socio-economic and political state of the United 
States and England, and the nature of the curriculum that has developed 
in these countries in response to the other changes, is necessary. For 
doing this, the following variables are specified to be examined in each 
of the three countries (USA, England and Egypt): a) changes in social 
mobility; b) the modernisation of industry and agriculture; the rate 
of economic growth; the need for skilled manpower and their bearing on 
secondary school curriculum; c) demographic change; age and sex 
distribution of population and their bearing on secondary school enrolment 
and curriculum; d) changes in political norms, and institutions; changes 
in democratic participation and their bearing on the secondary school curri-
culum; e) educational change; the reorganisation of secondary education; 
selective or non-selective system and administration. 
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Secondly in their relation to these changes, the secondary school 
curricula in the three countries will be judged. Further, to understand 
the nature of these curricula, to see through the great mass of detail, 
some simplifying curriculum models are needed to characterise changes that 
have taken place over the period being examined (from 1900 for the United 
States, 1944 for England and 1952 for Egypt). 
Holmes, in the IBE Bulletin No.190 in 1974, has outlined four general 
curriculum theories within which current curriculum debates may usefully 
be placed. These curriculum theories are essentialism, encyclopaedism, 
pragmatism and polytechnicalization.53 
Essentialism stems from Aristotle. In its simplest expression it 
suggests that the content of a truly liberal general education should 
consist of a few carefully selected subjects. In practice it found 
expression in the seven liberal arts. It is within this tradition that 
curriculum innovation in England and Wales is still debated, and to a 
smaller extent in those countries which have followed the English pattern.54 
A second general theory has its roots in the pansophism of Comenius 
and came to flower in the proposals made by the French encyclopaedists. 
This theory maintains that all knowledge of the real world is useful and 
should be included in the curriculum. In practice the encyclopaedists 
emphasized the importance of modern languages, science and practical 
subjects as against the classical languages and literary subjects. This 
tradition came to dominate the whole of north, east and central Europe 
including Russia, with the exception of England and Wales. It influenced 
nineteenth century American educational development.55 
The American contribution to curriculum theory stems from Benjamin 
Franklin's practicalism and pragmatism. As a distinctive philosophy the 
latter justified a curriculum theory not very different from that proposed 
by the Englishman Herbert Spencer. It suggested that the content of edu-
cation should be selected in the light of problems young people are likely 
to face when they leave secondary school. The Seven Cardinal Principles 
of Curriculum Development enunciated in 1917 by a Committee set up by the 
National Education Association continue, Holmes argues, to dominate 
curriculum debate in the USA.56 
The polytechnicalization of the content of education constitutes a 
curriculum theory which may both cut across and be incorporated in those 
already mentioned. It suggests that every aspect of school work should 
be seen in the light of its relationships with the productive life of 
society.57 Central to this theory is the proposal that the dichotomy 
between general education and vocational training should be broken down, 
and vocational studies should become the heart of general education by 
being taught in such a manner as to reveal the principles of productive 
life. In socialist countries this theory is actively debated and curriculum 
practice reflects it.58  
Curriculum innovation reflects in each country some of the common 
problems resulting from changes in education and society and the ability of 
those in charge of the curriculum to resist change. In England and Wales, 
for example, the traditional concentration on a small number of freely 
chosen subjects in the pre-university years of the secondary school has 
been questioned and proposals to increase the number of subjects have been 
made. Another issue has been to decide which are the 'essential' subjects. 
Nineteenth-century debates placed the natural sciences in opposition to 
the classical languages. In the twentieth century, the arts subjects have 
competed with the natural sciences for a central place in the restricted 
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grammar school curriculum. Post-war discussions have been designed to 
identify 'disciplines', with their own internal logic and structure, so 
as to justify their inclusion in the curriculum. Others have argued that 
subjects in the curriculum should be integrated so as to make them more 
relevant and meaningful to pupils.59 
The encyclopaedists favoured modern rather than the classical languages 
and the natural sciences rather than literary subjects. However, in most 
European systems the struggle to eliminate the dominance of the classical 
languages has persisted until now, for example, in France. The continued 
strength of the classical languages is closely linked to the persistence 
of differentiated second stage system of academic, vocational and extended 
elementary schools. The explosion of knowledge and specialized research 
needs have created serious problems in countries where encyclopaedism 
continues to inform curriculum theory. The need has been felt for depth 
studies in the last years of secondary education in those subjects which 
pupils intend to study in the university and higher institutes.60 
The high school curriculum for intending college entrants in the USA 
generally includes three compulsory elements, the social sciences, the 
natural sciences and language and communication studies. Around this core 
of work are built options or electives which allow high school students to 
specialise to some extent in the subjects in which they hope to major when 
they enter college. Students in the non-college entry tracks follow much 
the same core curriculum and choose appropriate options.61 
Holmes points out that these general theories are not mutually ex-
clusive but offer frameworks within which current curriculum debates may 
usefully be placed. These general theories, and Holmes' account of them, 
will be taken as offering alternative models from which a choice might be 
made in Egypt. 
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PART TWO  
CHAPTER 2 
THE CONTEXTUAL VARIABLES 
IN THE USA SINCE 1900 
Part Two consists of Chapters 2 and 3. The intention of Chapter 2 
is to analyse contextual variables in the USA during the twentieth 
century taking into consideration changes in social, technological, 
demographic, political and educational conditions. These will be analysed 
also in their bearing on education in general and on the secondary school 
curriculum in particular. Chapter 3 will deal explicitly with the curri-
culum developments which have occurred in consequence of the changing 
context. Curriculum developments in the USA will be analysed also in 
their relation to the pragmatic curriculum theory. 
I. SOCIAL CHANGE 
1. Social Classes  
Although there is a great deal of controversy over details, and 
considerable variation from one part of the country to another, many 
researchers agree that contemporary American urban society can usefully 
be described as having five social classes. No single variable defines 
a class; 	 instead, the interaction between several variables creates the 
total way of life which characterises a class. 	 The classes can be labelled 
as follows:' 
1 - Upper class 1% 
2 - Upper-Middle class 9% 
3 - Lower-Middle class 40% 
4 - Working class 40% 
5 - Lower class 10% 
100% 
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a) The Upper Class  
"In every community there are a number of families who 
are clearly recognised as superior to all of the rest: 
they are richer, more powerful, more exclusive in their 
interactions. In large cities there are enough of them 
to form neighbourhoods or even complete suburbs of 
people who live in mansions. They constitute an upper 
class." 
2 
Income alone cannot put a family into this class; they must also be 
personally accepted by the other upper-class families of the community. 
A man gains acceptance for his family and for himself, he must be a man 
who cannot be ignored, one who must be consulted when the big decisions 
are made. 
The upper class can be subdivided into two categories: the self-
made people who have climbed from middle-class origins to the very top 
positions in business and the professions, and the people who have 
inherited wealth and position from a previous generation.3 
Concerning the values of members of this class, it should be remembered 
that the newer families tend to absorb the values of the 'old elite' as fast 
as possible in order to gain acceptance. However, many of the self-made men 
cling to the predominantly middle-class values of their upbringing. It 
cannot be money alone, but it is an attitude towards life, that identifies 
a member of the old elite.3 This attitude is based on membership in a 
family line that has been established for at least one, and preferably two 
or three generations as members of the upper class. For the old elite it 
appears crude and boorish to display one's wealth or even to talk too much 
about it. The important thing is not the money nor the skill with which 
it was earned, but the style in which it is spent. The past has much 
relevance to the present, and is surer than the future. The family members 
all realise that their position depends upon the behaviour of the whole 
group, so that children must be properly reared and educated.5 
The American upper class is not based on land, but on ownership of 
fluid capital and on the skills of management. The managers are usually 
mobile individuals who did not start with capital; but their earnings 
give them capital to pass on to their children. The capital has had to 
be wisely managed if it was to survive the constant changes in the American 
industrial system. This system allows much more movement into and out of 
the upper class than would occur in a landed aristocracy; the new managers 
must be absorbed, and the old families who lose their money or do not renew 
it must be quietly dropped. The upper class is always in close touch with 
the values of the middle class and cannot feel itself to be totally unique. 
American upper class, therefore, is not permanent, not so homogeneous as a 
landed aristocracy. 
Many landed aristocracies have little work to do. They escape 
boredom by a serious cultivation of the arts or of politics. The American 
upper class does not have so much free time. Business is often more 
important than art and learning. What free time they have is likely to be 
devoted to community leadership, which has business and political 
implications. 
b) The Upper-Middle Class  
This class is close to, but not at the top of the system. Above them 
are the small group of upper-class families who have greater prestige, 
power, wealth, and income. Below them are the vast masses who do the 
routine jobs in factory and office. The upper-middle-class people are the 
active people who are the leaders of the American work world. They are 
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trained specialists in business or professional pursuits who make the 
daily decisions that guide the work of the lower-middle-class and working-
class people. People of this class do not have jobs, but occupy positions; 
they do not work, they pursue careers. 
There is a conventional distinction in the literature between the 'old 
middle class' and the 'new middle class'.6 The former are the entrepreneurs, 
the independents in business and the professions. The latter are the 
salaried men, the bureaucratic officials. 
Members of the upper-middle class live either in respectable apartment 
houses in the cities or in single-family homes in the suburbs. 
"In a vague way they recognise themselves as a class: 
they use the terms middle or upper-class in their own 
conversations, and they think of themselves as edu-
cated, successful people who are the active and 
respected leaders of their local communities. They 
are almost all white and Ame'rican born, and those born 
of immigrant parents tend to minimise their ethnic 
backgrounds and instead stress their own wide partici-
pation among non-ethnic Americans. College has rubbed 
off most of their ethnic characteristics, and business 
competition has completed the job." 
7 
People in this class are interested in the latest styles for their homes, 
their clothes, their cars, and their thoughts. 
The central value orientation for this class is 'career'.8 Their 
whole way of life - their consumption behaviour, their sense of accomplish-
ment and respectability, the source of much of their prestige with others - 
depends upon success in a career. The husband's career becomes the central 
social fact for all the family. 
A career has a beginning. Given the American industrial system, it 
must be learned; a man must learn how to run it or he is considered a 
failure. Consequently, the man must be educated either in specific pro- 
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fessions or in the general arts of salesmanship and business administration. 
The former are based primarily on technical knowledge, the latter on skills 
in manipulating people. A career man must have leadership traits which 
will help him stand out amongst his fellows. Leadership training begins 
at an early stage in a career: a boy is active in high school extra-
curricular affairs in order to develop a balanced personality which will 
make him popular in College; he participates in College activities partly 
because he knows that professional schools and employment officers evaluate 
such activities when they are considering his application.9 
A man in this class tends to live well, marry well, participate 
adequately in community affairs. He must be known and trusted as a man 
if he is to get ahead. His wife should establish a home that has prestige 
value, a place her husband can be proud to use as a base for entertaining 
business friends.10 
The upper-middle class believe in themselves and in the American way 
of life, and they are devoted to their careers. They stress planning for 
the future and not too much regard for the past; they stress activity, ac-
complishment, practical results; they stress individualistic achievement 
within the framework of group co-operation and collective responsibility. 
They are not much interested in tradition, in art, in any sort of theory 
for its own sake. They always ask of an idea, what good is it; how can 
you use it? 
c) Lower-Middle Class  
At the turn of this century a high school education was the criterion 
that distinguished the lower-middle class from the working class, 
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... it was scarce, it brought prestige, it signified 
American rather than foreign skills, it brought a 
white-collar job and a higher income. The girl who 
raised herself by becoming a stenographer, the boy 
who learned book-keeping - these were the typical 
symbols of the lower-middle class." 
11 
These people work with paper or near the offices of the bosses; they are 
identified with those above them and are struggling to live like their 
superiors, but they live with the little people. 
Some of these distinctions persist, but all are weakened. Joseph Kahl 
in 1957 stated that, 
"about half our population now graduates from high school, 
and in some parts of the country the figure approaches 
three quarters. The proportion of native born is much 
higher than it was, so this distinction is less 
important." 
12 
Much office work has been mechanised, and much factory work has been made 
clean and easy. The relative superiority in income of white-collar work 
has declined. The general rise in income has made it possible for factory 
wage workers to live comfortably and respectably. 
Warner often combines the 'lower-middle class' and 'working class' 
into the stratum of 'the common man'. However, there remains enough 
distinction to make it useful for the purpose of studying values to keep 
the separate labels of 'lower-middle class' and 'working class'. 
Part of the lower-middle class works at occupations that are semi-
professional, semi-managerial. Another part are small businessmen, small 
farmers, etc.13 People of this class are in the fast growing middle-income 
group. They live in the same parts of towns in small single-family houses, 
or in small but fairly modern apartments. Most have a high school education, 
and a great many have some additional special training: normal school, 
secretarial college, a technical course in electricity or accounting.14 
Lower-middle class people tend to emphasise the respectability of 
their jobs and their style of life, for it is respectability that makes 
them superior to shiftless workers. Respectability can be expressed in 
various ways. Education is highly valued; people are proud of their 
high school diploma and any training achieved beyond it; they can urge 
their children to try to get to college, even though it means financial 
sacrifice , this makes college a much more difficult goal for them than 
for the upper-middle class.15 
d) The Working Class  
The ordinary working class man is a semi-skilled factory operative. 
He left high school before graduation. Although he seeks to work steadily, 
he has no particular speciality, and drifts from job to job as the labour 
market dictates. Perhaps the most typical representative is the automobile 
worker.16 
Automobile workers are at the top of the semi-skilled level with 
respect to hourly earnings, averaging about twenty per cent more than 
workers in all other manufacturing industries combined. But it is important 
to note that true skilled workers like machine-tool makers earn considerably 
more, but they are usually not men who had started 'on the line'; they had 
learned their trade as apprentices when they first got out of school. It 
is extremely rare for an assembly-line man to become a skilled worker, or 
to be promoted to a foreman. Here is a basic fact about semi-skilled 
working class life: it is on a flat level. Kahl stated that: 
"There are few differences in pay or responsibility 
from job to job, from year to year. There is not too 
much point in working hard to get somewhere, for there 
is no place to go." 
17 
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The tasks these men carry out are subdivided into small routine 
operations that are repeated hour after hour. A man can learn his job 
in'a few hours or, at most, a few days. As the automobile moves along 
the line, each worker adds some small part, or tightens a few bolts, or 
sprays on a little paint. He has to work fast, but he need not think 
much. Some workers fit into the rhythm of the work without complaint, 
but some dislike repetitive work.18 
A working-class boy who does not have a driving ambition to climb 
into the middle class approaches work with a casual attitude. For him 
high school has relatively little meaning; it is not a necessary step 
towards college and it has little direct use in training for a factory 
job. He either leaves school before graduation, or just hangs around 
until the diploma is handed to him. Then he thinks of a job as an op-
portunity to earn a lot of spending money. 
If the boy has any dreams at all, he thinks of the first factory job 
as temporary, he expects eventually to climb up in the hierarchy of the 
plant, or to leave it for something better. As the months go by, the first 
thing the boy learns is that there is no such opportunity within the factory. 
One upward route is skilled work, but that means taking along period of 
apprenticeship at lower pay, and many young people will not make the 
sacrifice. Chinoy estimated that in the plant he studied only ten or 
twelve workers a year out of a force of six thousand were promoted into 
supervisory levels.19 
What of the American values of success, of getting ahead? Many boys 
from the working class never paid much attention to the success dream. As 
one high school boy has expressed it: 
"I'm not definite what I'd like to do. Any kind of 
job. Anything as long as I get a little cash.... 
What the hell? I got nothing to look forward to." 
20 
But some workers are not content with their position, and consider 
the factory as a temporary expedient. The favourite escape goal is 
independent business: the gas station, the little retail store, the 
farm, etc.21 
People in this class see that they are not the people in the world 
who really count; they know that others make decisions, and they then 
carry them out. In their community living as well as in the factory, 
they have a sense of being little people who are on the outside of things. 
Datson's study of working-class life showed little participation beyond 
the range of the family. Compared to middle-class people, workers are 
disinterested in public affairs because they feel less sense of partici-
pation and control; they read less, understand less, and generally live 
in a narrowed world.22 
e) The Lower Class  
Hollingshead gives a description of the lower class as seen through 
the eyes of their superiors: 
"It is looked upon as the scum of the city by the 
higher classes. It is believed generally that nothing 
beyond charity can be done for these people, and only 
a minimum of that is justified since they show little 
or no inclination to help themselves." 
23 
This was the opinion of the upper class about mid-century. They added 
that, 
"whole families - children, in-laws, mistresses, and all 
- live in one shack. This is the crime class that pro-
duces the delinquency and sexual promiscuity that fills 
the paper." 
24 
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However, respectable people exaggerate when they talk about those 
whom they consider not respectable. Every town and city contains a 
sizeable group of people who live in decrepit houses in slum areas, work 
irregularly at unskilled and semi-skilled jobs, and are usually suffering 
from poverty. This group contains an undue proportion of Negroes who move 
from the southern farms to the northern cities, and those who arrived from 
the European rural areas without the skills of language, education, or any 
industrial experience. Yet there are also many families with as long a 
line of Yankee forebears as the local old-family elite. These groups are 
the least educated groups in the population and the least interested in 
education.25 
The central assumption of the lower-class value system is that the 
situation is hopeless. Because he has to struggle merely to stay alive, 
because he knows that respectable people sneer at him as 'no good', and 
because he lacks the technical and social skills necessary for success, 
the lower-class person gives up.26 
But now America faces a different situation than that of the first 
half of this century. American economy has eliminated the necessity of 
poverty, and the American distribution system has gone a long way towards 
ending this situation. In periods of full employment, all able-bodied 
persons who want to can find work. As Americans make progress in social 
welfare, they are finding ways of eliminating urban slums, of protecting 
people during periods of illness or temporary unemployment. 
However, America still has a lower class, though it may be smaller 
than in the past. There is still a group of people who live beyond the 
pale of respectability. Some of them are unable to help themselves; they 
suffer from long-term illness, from intellectual or physical inferiority, 
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from inadequate education, from prejudice against the weak and the 
lame and the immigrant and the Negro. 
2. The Influence of Social Structure on Secondary High School and  
its Curriculum  
Technological change, population increase, immigration, and democracy 
have created social mobility and movement from one class level to another. 
In the 1950s,27 about two thirds of the men were working in jobs at differ-
ent levels from those of their fathers. They had to make some deliberate 
decision about their careers and could not automatically follow along 
after their parents. In a modern industrial system like that in the USA, 
it is difficult for a father to pass his job on to his son, and if he 
could do that it would be the exception, not the rule. Actually, the 
major influence of a family over a son is to shape his thinking in the 
direction of a certain level in the occupational hierarchy. 
How the School Curriculum is Related to the Status System  
Most secondary schools until about the end of the nineteenth century 
were characterised by a single aim - that of college preparation. With 
the advent of the 1930s' depression and the introduction of compulsory 
attendance laws, there was some change in the general rationale of the 
high school. 'Meeting the needs' of youth as well as serving the community 
evolved as general aims of secondary education.
28 In addition to that, much 
attention is given to the phrase 'equal opportunity for all regardless of 
background'. 
However, it seems apparent from a review of the high school curriculum, 
method, and materials offered, "that high school activities are organised 
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in such a way as to serve deliberately or incidentally the interests of 
the upper-middle and upper classes".29 As Abrahamson pointed out: 
"... those who succeed in our high school come 
predominantly from those two general class groups; 
thus, in effect, do they assume a role in society 
consistent with and similar to that of their families." 
30 
What is important here is the fact that the children of upper-middle 
class and upper-class backgrounds tend to succeed far more and much more 
easily in secondary education than do those of lower-class backgrounds. 
And this is no longer to be explained in terms of 'intelligence'. Robert 
Havighurst and Neugarten pointed out that: 
"The orientation of the American school is predominantly 
that of the middle class. There is strong emphasis 
upon the character traits of punctuality, honesty, and 
responsibility. Respect for property is stressed. ... 
There is always stress upon mastery and achievement. 
These middle-class values are expected to be binding 
upon both children and adults." 
31 
Therefore, the student whose social-class background is middle class 
or higher finds the school situation and the school values are on the same 
line of his home values, one reinforcing the other, while the pupil of 
lower-class background has to live with the conflicting values of the 
school on the one hand and the home on the other. In addition to that 
the boys from the higher-class backgrounds enter the school with an 
advantage in verbal abilities, and find themselves competing in a situation 
far more comfortable to them than to their peers of lower social class 
backgrounds. 
Some of the curriculum aspects in the high school are not limited to 
ability factors alone, but the limitation is also, indirectly, based on 
social classes. Therefore, attendance in specialised high schools shows a 
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marked relationship with social class background; placing students in 
different courses of study in high school involves dividing them ac-
cording to academic achievement, this also separates students according 
to social class background; in addition, extra-curricular activities 
are engaged in much more by students of higher social class background.
32 
Certainly the instructional materials and instructional techniques 
at the secondary level are clearly those which appeal to the boys and 
girls from a higher social class background. Taking into consideration 
that about 80 to 90 per cent of the whole population in America constitutes 
the lower middle class, working class, and lower class, it follows that the 
vast majority of students in the public schools come from middle and lower 
class backgrounds. 
Moreover, teachers come from or have 'risen' to a middle class 
background - that which includes the values, standards, customs, speech 
and treasured character traits promoted in schools. The teachers, then, 
react to students by identifying themselves more easily with those from a 
higher social class background and by being in a position of 'not under-
standing' those from a lower social class background. 
However, since about 1940 there has been a great deal of research on 
the relation of education to the various social classes, and ethnic groups 
which make up American society. Books like 'Children of Bondage' (Davis 
and Dollard), 'Elmtown's Youth' (Hollingshead),34 and 'Society and 
Education' (Havighurst and Neugarten) are reports of research studies of 
this kind. There has been a number of specific studies of school progress; 
school drop-outs; school awards and honours; grouping of students; and 
so on, all in relation to the socio-economic status, or the ethnic or 
colour status of the students. 
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The results of this type of research have been a more conscious 
adaptation of the secondary school to the differing motivations of the 
various social classes, and the more effective use of the school's 
guidance staff as well as the curriculum. The American Comprehensive 
Secondary School is intended to meet the needs of a variety of social 
groups, and this type of research has given information concerning 
these needs. 
George Counts, in 1927, said that local control of education rests 
with persons of "more favored economic and social classes".35 Perhaps 
the same generalisation is true today. It is through the local boards 
that the primary impact of the social structure on curriculum can be 
felt. 
A close examination of the personnel affecting curriculum development 
will yield the explanation. The people of a community elect a board of 
education and thus, in theory, they have certainly controlled its operation. 
The board, in turn, sets the policy for the school, selects the chief school 
administrator, and it is responsible for 'hiring and firing' of personnel 
and the like.36 It is quite possible, however, as Brickman pointed out 
in 1964 that, "Some [of the boards] may be motivated more by political, 
religious, economic, or other interests than by education."37 The ad-
ministrator (or Commissioner), with his staff, is the executive of the 
board and the educational leader of the school. The teachers are at the 
bottom of this hierarchical structure, but in reality they exert the most 
considerable influence over the actual classroom situation through their 
selection of materials and experiences for the students, who are at the 
'bottom'. Paradoxically, the parents of these students are at the 'top'. 
The paradox is resolved on further examining the status system of a 
community and the relationship of that structure to the lines of authority 
in a school system. 
Here is the crux of the situation. It has already been demonstrated 
that the school, in most cases, is controlled by the 'more favored economic 
and social classes'. In other words, 
"those people who are articulate in their exercise of 
citizen—control over the board of education are 
invariably of that same higher social class background. 
And each personal force influencing the curriculum 
belongs to that higher social class." 
38 
It is understandable that a boy learns easily and automatically from 
the values of his parents and his friends. He usually absorbs a general 
point of view about work and school from his social environment. Many 
researchers have discovered that the achievement motive is measurable and 
is related to cultural values.39 Some cultural groups express more 
achievement need than others. Furthermore, boys in high school with strong 
achievement needs perform better at their school work. And there is 
evidence 4O that the achievement motive is at least partly learned as a 
result of the way parents, especially mothers, teach their young children 
habits of early independence. 
II. SOCIAL MOBILITY  
No society is completely 'closed', with a system in which each son 
inherits his father's position and no movement up and down. It is true 
too, that no society is completely 'open' in which the forces of pure 
competition would sort people according to their native talent and the 
effort with which they used their talent. 
Nevertheless, talent is partly inherited and more important perhaps 
is the fact that a family greatly influences the motivation of a son and 
thus shapes his ambitions and his drive for success. In addition, there 
are limitations on the pure competition in the market which bias the 
distribution of rewards. 
As each generation succeeds its predecessor, there occurs a vast 
sifting process that places individuals into class levels. This is called 
social mobility. Social mobility can be either intragenerational or inter-
generational. The former occurs when, comparing someone's position on the 
social scale in his later, as against his earlier adult life, he is found 
to have risen or fallen. The latter occurs when, if someone's position in 
adult life is compared with his position at birth (at which point he is 
assumed to have the status of his father), he is found to have risen or 
fallen in the social scale. 
If one seeks to learn what forces producing change in American society 
are, one finds they include technological, demographic, political and edu-
cational pressures. 
1. Technological Change  
Technological change affected almost every aspect of the life in 
America. More technological progress has been made in the twentieth century 
than in all of the previous history of the world. Moreover, the pace of 
technology has increased sharply since the Second World War and appears to 
be ever quickening.41 A further significant factor is that the gap between 
scientific discovery and industrial application has been rapidly shrinking. 
Automation in particular has had a dramatic impact on many US industries, 
on the chemical and refining industries, on the metal fabricating industries, 
in the office and in banking institutions, and now it is clearly spreading 
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its influence to many parts of the service sector of the economy. 
There are significant differences between the newer industries and 
the old ones. While the older industries were organised along mass-
production principles and used large numbers of production workers, the 
newer ones show roughly a one-to-one ratio between production workers 
and scientist-engineers. Moreover, the proportion of production workers 
is steadily declining. Between 1954 and 1959, production workers in the 
aircraft industry, for example, declined 17% while engineers and scientists 
increased 96%.43 Also, while the average ratio of research and development 
expenditures to sales in all industry averages about 3%, the advanced 
weapons industry averages about 20% and the aerospace industry averages 
about 31%.44 
Most of the United States' wealth is concentrated in the productive 
machinery of the great corporations. But it is often in the hands of 
companies rather than individuals. Just before the Second World War, 
there were about 2,000,000 business firms in the US, of these 500,000 
were corporations, and they accounted for 90% of the total business of 
the country in manufacturing and distribution. About 1% of the biggest 
(non-financial) corporations employed half the workers and controlled 
almost three quarters of the productive assets of the country.45 In 1947 
a new study showed that a mere 139 corporations held 45% of American manu-
facturing assets, and the 200 biggest companies employed almost 17% of the 
non-agricultural work force.46 The evidence - in the long run - suggests 
that the degree of concentration has not changed much since the turn of 
the century. 
The community plays an important role in economic life. It is one of 
the intermediators between individuals and resources on one hand and broad 
-1 
national and international economic forces on the other. For example, 
in 1958 there were 14,00047 organisations, mostly private and non-profit, 
working for economic growth in municipalities, states and regions. So 
the community relates to the rest of its region, to the nation, and to the 
world by the export of goods manufactured locally and by the sale to 
outsiders of services provided locally. The proceeds of such export sales 
enable local residents and businesses to buy desired commodities and 
services outside the community.48 
The twentieth century has witnessed a kind of redistribution of 
American wealth. Lundberg in 1937 looked backwards towards the turn of 
the century when the plutocracy was smaller and more powerful than now. 
He estimated that sixty families controlled a substantial portion of 
American productive wealth. According to his figures, seven extended 
families each owned over 100 million dollars' worth of assets.
49 Lundberg 
claimed that the sixty families formed the 'de facto government' of the 
United States. And he showed how those families interlocked through 
marriage, and indicated that a few great financial houses served as their 
agents, multiplying their power over newspapers, universities and politics.
50 
As the giant corporations matured, their stock became more widely 
distributed. When one looks at the recent data, it is hard to find out 
who does control the great corporations that are the focus of American 
wealth. In most big companies no single individual owns as much as 10 per 
cent of the stock. 
In 1935, 155 of the largest corporations were studied and it was found 
that the officers, directors, and largest stockholders as a group controlled 
half the voting stock in only 15 companies.51 The conclusion was, 
"that for most of the largest corporations ownership 
and control have become largely separated. This 
condition appears to be particularly characteristic 
of the corporations that have travelled furthest along 
the road of corporate development, such as the railroads 
and others of the older corporations." 
52 
Current industrial wealth is spread throughout the nation, and 
competes for political power with organised small business, organised 
labour, organised farmers, organised consumers. There are many competing 
groups, with a concentration of power in the hands of their leaders. They 
work out a functioning equilibrium under the watchful refereeing of the 
government. 
Agriculture has been dramatically affected by technological change 
in the broadest sense, with the result that the US is producing much more 
food with less than half the manpower of two generations ago.53 American 
agriculture has been very adaptable in the face of technological change, 
perhaps unparalleled in any other sector of the economy. People have to 
change food habits to change their way of growing food, and of dealing 
with the market. 
This adaptive process was made possible through an immense apparatus 
of government agents going into each area and working with the farmers in 
an extraordinary way. People themselves wanted to escape from the old, 
particularly hard, unpleasant labour when they saw the possibilities of 
the new way. They had really no alternative, particularly after their 
manpower as well as their sons and daughters migrated to the cities.
54 
The success of the automobile industries was largely due to the fact 
that the farmers, who controlled the state legislatures, wanted to reduce 
their isolation. They found a way of making the people who wanted the roads 
pay for them as they were constructed, through a gasoline tax.55 
Behind the agricultural revolution has been a tremendous network of 
systems research, primary government research in the agricultural experi-
mental stations. The fast agricultural developments of the 1950s have, in 
turn, been subsidised by agricultural surplus and subsidy policies, which 
constituted a set of experiments and developments. The systems experiments 
within this particular area, in machinery, in chemical crop agents, 
fertilisers, herbicide control and so forth, were also of enormous signifi-
cance.
56 
In addition, it was the first, the wisest, the most enterprising 
recognition of the unique role of the university in modern society: that 
the universities can create a resource. This was not done in communications, 
steel making, automobiles, even in nuclear energy,57 but it was done in 
agriculture. 
The male occupational distribution is given in the censuses from 1910 
to 1950 as shown in Table 1. It shows that the proportionate increase in 
professionals was most marked in the decades 1920 to 1930 and 1940 to 1950. 
The same was true for urban proprietors, managers, and officials. Thus the 
two top categories in the occupational hierarchy expanded most during the 
boom periods in the business cycle. 
The increase in clerks and salesmen was greatest in the 1920s, slowed 
down in the 1930s, and reversed itself in the 1940s. 
There is no clear overall trend underlying changes in these white-
collar positions. The professional group expanded most during the 1940s, 
the business group almost equally in the 1920s and the 1940s, the clerks 
and salesmen seem to have stopped growing. 
Looking at the other side of the data, there is no clear indication 
that the rate of decline of unskilled workers and farmers is changing. 
TABLE 1: MALE OCCUPATIONAL DISTRIBUTIONS 1910 TO 1950 
BASED ON THE USA CENSUSES 
Social-Economic 
Group 
1910 1920 1930 1940 1950 
Professional 
Persons 3.1 3.2 4.0 4.7 7.1 
Proprietors, 
Managers and 
Officials 7.9 8.0 9.0 9.1 10.3 
Farmers 19.9 18.7 15.2 13.0 9.9 
Clerks, Salesmen, 
and kindred 9.2 10.6 12.8 13.4 12.6 
Skilled workers 
and foremen 14.5 16.7 16.4 15.2 18.6 
Semi-skilled 
workers 11.2 13.3 14.4 18.6 21.5 
Unskilled workers: 
Farm labourers 14.0 9.6 9.5 8.5 4.8 
Others 20.2 19.8 18.8 17.6 13.1 
Not reported 2.1 
Total 100.0 99.9 99.9 100.1 100.0 
Numbers 
	 29,483,000 32,806,000 37,916,000 39,446,000 42,565,000 
Source: Extract from Alba, M.Edwards. US Census of Population, 
1940: Comparative Occupation Statistics, 1870-1940, 
Washington, Government Printing Office, 1943, p.187. 
Figures for 1950 from US Census of Population, 1950, 
Vol.11 characteristics of the population, Part 1, 
US 1953, Summary, Table 53. 
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Consequently, it might be concluded that there is no reason to 
expect the rate of technological redistribution of the labour force to 
change markedly in the immediate future. Eventually the decline in the 
farm group will stop, for an equilibrium will be reached between the 
men on the farm and those in the city whom they feed. But as automation 
in production becomes common there may be further spurts in the growth 
of the technicians and the skilled workers at the expense of the unskilled 
and semi-skilled workers. 
The United States has been a high-growth nation. From the end of the 
Civil War until World War I, real growth averaged about 4.3% annually. 
From then until 1950, the annual growth rate of 2.9% was still higher 
than that of all major Western countries.58  During the 1950s, G.N.P. in 
the US rose at a somewhat faster rate - 3.3%. But from 1955-60 it rose 
at a lower rate - 2.3%. An average annual rate of 4.3% prevailed from 
1950-55.59 
Ever since mid-1969, potential output has exceeded actual output. 
In 1970, the gap totalled $49.1 billion, while in 1971 it widened to 
$66.7 billion (some 62% of potential G.N.P.).60 To get the unemployment 
rate down to about 4% by the end of this decade would required real rates 
of growth of around 6% annually over the next few years. Such a rate of 
growth would be well above the rates recorded for most years in the last 
two decades. Assuming that the existing gap between actual and potential 
output is closed by 1980, average growth in the decade would be about 5% 
annually.61 
The United States has undergone a social revolution in the twentieth 
century, and particularly since the late 1930s. The average real income 
(after adjustment for inflation) of the Americans has been going up a great 
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deal, approximately doubling in the first half of the century. At the 
same time that per capita income increased on the average, income was 
being redistributed. The very rich actually lost ground during this 
period, the middle-income group gained, but the major gains were scored 
by the people at the bottom of the scale. 
In other words, real income was going up for almost everybody, and 
inequalities in income among different groups were being markedly reduced. 
Why these changes? Partly full employment and general prosperity, which 
always benefits the poor and the marginal people more than others; partly 
a steady increase in the efficiency of industry, which led to an average 
increase in output per man of between 2 and 3 per cent a year;62 partly 
the increasing share of income in wages and salaries and the decreasing 
share in profits and return on investment; partly the effects of new tax 
policies; and finally, the results of greater union strength, which 
brought higher and more equal wages. 
The South increased its per capita income in the twenty years preceding 
1949 (in current dollars unadjusted for price changes) by 133%, while the 
other parts of the country moved up only 72%.63 This improvement came 
from industrialisation, with its movement of poor workers from depressed 
rural areas to expanding cities in the South, and out of the region to 
Northern industrial areas. And Negro men had an increase in wage and 
salary income of half as much as white men in the decade preceding 1949, 
so the poorest region and poorest racial group reaped a great benefit from 
economic growth. 
Particular occupations showed these increases in income from 1939 to 
1950, again using current rather than standard dollars: service and 
unskilled workers 176%; operatives 172%; clerks 111%; proprietors and 
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managers 95 %; professional and technical workers 114%.64 Again, the 
lowest paid group scored the greatest gains. 
Free education in the US and the spread of technology has been 
increasing social mobility and the number of strata in the pyramid. 
Basically, everybody is moving up. The benefits are spreading. Of course, 
the people at the bottom are still at a disadvantage, but the good things 
are relatively being shared by everybody.65 
From 1870 to 1950 the labour force expanded from almost 13 million 
to over 62 million. The proportion of women in the labour force increased 
from 15 to 30 per cent. Moreover, during the last two decades there has 
been a steady increase in the percentage of teenagers in the labour force.66 
In addition, the distribution of jobs changed radically. Farm jobs declined 
from over one half to less than one eighth of the total, whereas urban pro-
fessional, business, and clerical jobs increased from one eighth to almost 
one half, and urban semi-skilled jobs doubled from one tenth to one fifth 
of the available positions.67 During the twentieth century, the life span 
of many a man, the country changed from a rural to a highly industrialised 
nation. 
Over the first six decades of this century, the most rapid growth was 
in clerical occupations in the first few decades, followed by managerial 
and administrative occupation and, most recently, by professional and 
technical occupations.68  
At present, about 6% of the labour force is unemployed. In 1937 un-
employment was over 10%.69 It was reduced to 4.1, 6.7, 3.8, and 5.9 per 
cent in 1956, 1961, 1966 and 1971 respectively.70 One fact of the unem-
ployment problem is that Negroes have a higher unemployment rate than white 
workers, and that teenagers and women have higher unemployment rates than 
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the average. Another fact is that a large proportion of the Negro 
population is functionally illiterate. A large number of young Negroes 
leave school for jobs. 
The fast technological change and the greater emphasis placed on 
educational competence have meant that groups which lose out early in the 
educational race will be quickly excluded from the productive life. The 
position of the Negroes, as Bell pointed out, may become relatively worse, 
simply because the rate of technological change is such as to outrun the 
increase in educational opportunities available to them.71 
However, there is a shortage among the scientists, technologists and 
technicians, as well as imbalance in distributing the available ones 
between the different areas of industry. In 1964, as William Baker pointed 
out, only about 4,000 technologists worked in research and development of 
the cement industry (the backbone of all the construction in the nation). 
In the primary metals there were only a little more than 5,000 technologists, 
while in ferrous metals - in a nation dependent on steel in every form - 
there were only 3,000 technical personnel.72 The same observation might 
be made about the motor vehicle industry. 
Turning to those industries in which there are large numbers of 
scientists and technologists: in 1964, there were 19,000 out of the 
national total of about 320,000 such personnel employed in aircraft and 
missile industries. About 50,000 were involved in military electronics and 
related subjects. There were then some 140,00073 scientists and technologists 
working in these two areas alone. 
Moreover, with the increase in the speed of development of technology, 
education is no longer just the concern of the young. Education is a life-
time project and business, particularly the big business corporation has come 
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to realise it. Stress, therefore, is laid on the fact, as Ginzberg 
pointed out, 
"that American society has no place left for the 
unskilled worker, and that even the skilled worker 
would have to undertake repeated training to keep 
his skills from obsolescing." 
74 
What Does That Mean for the Curriculum? 
The complexity of modern technological society makes it necessary, 
as Holmes pointed out, for the curriculum to help to provide two things: 
"First, a scientifically literature population - that 
is to say, one whose members can critically assess the 
scientific and social implications of scientific 
pronouncements.... The second task of the curriculum 
is to ensure that enough young people are educated 
for and encouraged to enter occupations that require 
very high scientific and technological training. 
This means that the curriculum should, at least, not 
discourage the entry of able pupils into technical 
work." 
75 
A problem which seems to run deeply through the USA - concern with 
the role of curriculum to meet the technological change and the changing 
demands of industry, is divergence in thinking between those who have 
been raised in the tradition of general education and those who have been 
raised in the tradition of vocational training. 
Both kinds of background are necessary and their blending should be 
able to contribute effectively to the training of skilled and technical 
manpower. The fact is sometimes overlooked that one of the important 
roles of all education, "whether it be defined as 'academic' or 'vocational', 
is to prepare young people to participate in the economy and to earn a 
living."76 To look at education from this particular point of view should 
not lower its importance in terms of the cultural role which it plays, or 
its citizenship role, or its spiritual role. 
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In addition, the secondary educational system must lay a foundation 
which will enable those who enter the labour market to return later to 
education and training programmes for upgrading of either their general 
education or their specialised skills. In short, curricula and programmes 
of instruction must be adapted to serving a variety of needs on the part 
of those students who will enter the labour market at various stages as 
well as those who must also be adequately prepared for a variety of higher 
institutions. 
Since scientists, in a highly technological society, cannot qualify 
to act as managers simply on the basis of their knowledge of science, and 
since managers cannot avoid making decisions that increasingly involve 
them in judgments about science and technology, one way out of the current 
problem is to broaden the educational base of both groups.77 In short, a 
common core curriculum, which includes the basic knowledge of science as 
well as some solid grounding in the humanities and social studies, should 
be studied by secondary students as a basic level of their education. 
In considering the type of high school graduate desired, the managers 
from industry generally agreed they were not seeking young job applicants 
who had been trained in specific skills. Rather, they were interested in 
young people whose school preparation makes them eligible for intensive 
skill-training. They want: 
... the schools to provide young people with a solid 
background in the fundamentals of mathematics and 
science, the capacity to read instructions with full 
comprehension, and the self-discipline to accept 
training and carry assigned jobs through to completion." 
78 
The participants from the armed forces, in Arden House Conference on 
Improving the Work Skills of the Nation, stated that, 
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"... the services prefer a young man with citizenship 
training, a sense of responsibility, a broad background, 
and an open mind, to one who has been trained narrowly 
in a specific skill. Among the services, the Air Force 
in particular is interested in men with a solid grounding 
in mathematics and science, since 70 per cent of Air 
Force jobs are in electrical, electronic and mechanical 
fields." 
79 
Therefore, educating for adaptability to changes in skills require-
ments is thought to be vital. This means not only skill training that is 
broad enough to enable the individual to pick up new techniques with 
comparative ease as his changing jobs demand them, but the emotional 
adaptability to accommodate himself to the changes created by technological 
innovations, particularly if they come fairly late in a worker's life. The 
foundation of such adaptability must be laid in the schools. 
2. Demographic Change  
Since people are both consumers and producers, population has a double 
significance for economists. It is the source of demand for goods and 
services and, at the same time, it provides the labour employed in producing 
those goods and services. The growth of the population also affects 
community life by creating problems, such as overcrowding and pollution. 
Changes in the size and composition of the population therefore have 
important economic and social effects. 
A country's population is increased by births and decreased by deaths. 
Similarly, it is increased when people from abroad come to live in the 
country (immigration), and decreased when people leave the country to live 
elsewhere (emigration). Natural increase or decrease is the balance between 
births and deaths. Migration is the balance between immigration and 
emigration. 
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The USA population increased from about 80 million at the turn of 
the century to about 180 million in 1960, and to 205.4 million in 1970.80 
This enormous increase is largely due to the difference between the birth 
rate and the death rate. The birth rate in the United States stands at 
an average 1.2% or 19 per thousand, against 16 per thousand generally in 
the United Kingdom. The death rate is 9 per thousand in the United States 
against 12 per thousand in the United Kingdom and 15 per thousand in Egypt 
in 1970.81 
The distribution of the population according to age reveals several 
important aspects and characteristics of the community. In the USA, the 
percentage of children under 15, on the basis of the 1960 Census, attains 
27.16% of the whole population as against 42.76% in Egypt. The 15-44 group 
represents 44.46% in the United States as against only 40.47% in Egypt. 
The 45-64 group constitutes 20.20% in the US as against only 13.29% in 
Egypt.82 This comparison means that the burden exerted by children (under 
15) on the productive elements of the population (15-64) is higher in Egypt 
than in the United States, while the percentage of the productive elements 
of the population is higher in the United States than in Egypt. The United 
States, in fact, represents the group of countries which have passed the 
stage of development and have reached the stage of demographic stability 
to a great extent. 
What about the immigration movement to the United States? From 1920 
to 1950 about two million83 
 men migrated to the United States and remained 
there. Assuming that these men took jobs in the United States at the same 
level as the occupations they declared as their usual ones, then the 
immigrants entered the occupational hierarchy as follows:84 
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Professional persons 	 7.6% 
Proprietors, managers, 
officials, clerks 	 7.1% 
Skilled and semi-
skilled workers 
Unskilled workers 
Farmers and farm 
labourers 
Miscellaneous 
Total 
30.3% 
37.6% 
12.4% 
4.8% 
99.8% 
Comparing these percentages with those of all men in 1950 as shown 
above in Table 1, it could be concluded that immigrants entered pro-
fessional ranks in the same proportion as did the native-born. Thus, the 
immigrants did not affect mobility at that level. However, the immigrants 
were notably under-represented in the ranks of businessmen and clerks and 
over-represented in the ranks of unskilled workers. 
In other words, from about 1920 to 1950, the effect of immigration on 
the mobility of the native-born was very small. But in earlier generations 
the effect was much greater for two reasons: the number of immigrants was 
much larger and their skills were less developed. 
The demographic change, combined with some other reasons, have been 
affecting the enrolment in the public high school. The growth pattern of 
this school is spectacular. By 1900 about 10 per cent of children aged 
fourteen to seventeen were actually in school. In 1930 more than 50 per cent 
attended, and by 1960 nearly 90 per cent were attending.85 
 In the 1970s 
the proportion comes close to universal secondary education. 
Both the public schools and the private institutions enjoyed a boom in 
attendance after 1945. The estimated enrolment rose from about 61 million 
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in 1949 to about 10 million in 1959. The enrolment in 1962-1963, 
according to the US Office of Education was 35,000,000 for kindergarten 
through grade eight, and 11,700,00086 for grades nine through twelve. 
These figures, which are combined for public and non-public schools, repre-
sent a rise of about two million over the total for 1961-1962. 
In 1890 only 43,000 students graduated from high school, but in 1930 
there were 666,000 graduates; in 1940 1,220,000; in 1960 1,700,000 and 
in 1970 there were around 2,700,000 graduates.87 In 1890 3.5% of the 
seventeen-year-olds were graduated from high school. In 1949-50 59% gradu-
ated. This proportion rose to 64.2% in 1959-60.88 
As the students filled the schools to overcrowding, the percentage of 
students in any class who could be expected to benefit from the old methods 
of teaching declined considerably. Since the situation was novel, as 
Brauner pointed out, 
"Students and teachers had to work things out for 
themselves without the benefit of any precedent 
that was known to be useful. The unalterable factor 
was that teachers had to keep all the youngsters 
sent to them. This ground rule meant that something 
had to be found for each youngster to do, and that 
something could not be the continual absorption of 
factual information." 
89 
As the supply of information to be mastered grew even greater and 
more complex, the school presented less and in a more simplified form so 
that the average student could grasp and hold it. However, the new gener-
ation of students would not sit still and listen the way more able students 
had submitted to their teachers in earlier years. The new schools invited 
the expression of parental opinion; hence, what the parents wanted and 
would allow became increasingly influential. 
As the numbers of students increased and the control became more 
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difficult, the instruments available for exercising it grew weaker and 
fewer. The way out seemed through something everybody could do and that 
most would do voluntarily. Teachers with less concern for information 
that all could master and with more concern for activities that all could 
perform explored projects, field trips, camping, and such socialising 
activities as dancing, singing, etc. The diversity of activities necessary 
on a camping trip or in putting on a play assured a wide range of things to 
do. And in that broadened range it was hoped that there would be something 
everyone could and would want to do.90 
3. Political Change  
From the 1770s to the 1870s Americans planned, built, changed, argued 
and fought over the kinds of institutions that should be developed. The 
Republican Party has dominated the political life in the United States 
since Independence until 1860.91 Then the Democratic Party was established. 
However, the two parties afterwards have become so much alike; they 
neither sound conservative nor revolutionary, nor do they represent a 
class. Both have claimed to express the national traditions and the 
national interests. 
The judicial power of the United States has been vested in one Supreme 
Court, and in such inferior courts in other states. The Supreme Court 
first consisted of a Chief Justice and five Associate Justices according to 
the Judiciary Act of 1789.92 The Act of 1869 provided for a Chief Justice 
and eight Associate Justices, this number has remained unchanged ever since. 
Education also was one of these institutions. As they set up and 
operated a republican form of government dedicated to equality, democracy 
and freedom, they found that they needed an educational system appropriate 
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to such a government. In many different ways they said that if a republican 
government - or society - were to prosper and endure, then the people who 
elected the government, held office, made laws, enforced laws and consented 
to be ruled must be educated as responsible citizens. Democracy was never 
for illiterates. 
Evidence of this type of thinking can be found in their writings and 
in the leaders' public utterances. Washington, for example, in his farewell 
address of 1796 said: 
"Promote, then, as an object of primary importance, 
institutions for the general diffusion of knowledge. 
In proportion as the structure of a government gives 
force to public opinion, it is essential that public 
opinion should be enlightened." 
93 
Jefferson, in his later years wrote: 
"If a nation expected to be ignorant and free, it 
expected what never was and never will be." 
On another occasion he wrote: 
"We must have a system of free universal education 
that will teach our youth what is going on now and 
to imbue each with a desire to make his part of the 
world go right." 
94 
James Madison, father of the American Constitution, put it this way: 
"A popular government, without popular information, or 
the means of acquiring it, is but a prologue to a 
farce or tragedy, or perhaps both." 
95 
Benjamin Franklin, the founder of the academy and father of pragmatism, 
wrote: 
"We must have a system of public education, its 
purpose must be to educate our people in their 
public duties." 
96 
John Dewey emphasised the importance of freedom. Freedom is explicit in a 
democracy, so he argued, organised freedom must be explicit in the school. 
Each member of the society (school) must have the right to share in the 
making of decisions. 
However, this was not easy to do. The people who had won the 
revolution war were not really Americans, at least not yet. They were 
English, French, Scottish, German, and Dutch. And they were soon to be 
Irish, Italian, Hungarian, Polish, and Russian, with different languages 
and different traditions. When it was finally decided that they should 
all learn the same language and the same principles of republican govern-
mentment, how was this to be done? The answer was that it could best be 
achieved by a common school, taught in English, to which all the children 
of all people could go together and where they could learn how to live 
together and govern themselves. 
Everyone must pay for all. If there are weak spots anywhere, the 
whole community of freedom is weakened. So the common schools must be 
supported by taxes paid by all. 
But who is to control these schools? The only institution of a free 
society which serves everyone equally and is controlled by everyone is the 
government. Hence the government should control the common schools. And 
to keep the schools close to the people, the State and local governments, 
rather than the national government, should control the schools. 
Despite the advocates of free and equal education for all, the era of 
republican education tried to get along with common schools at the 
elementary level, but with secondary and higher institutions created 
generally, to serve the rich and upper class rather than the ordinary 
people. But the major failure to achieve the reformers' goal of a common 
universal school was the system of segregated schools for Negroes. For 
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most Americans the term 'free man' was limited to white men.
97 
Whereas the republican ideal had been to provide elementary education 
for all and secondary for the few, the democratic goal has been to provide 
secondary education for all. The academies failed to realise their original 
goals, so they were replaced by the public schools at the end of the 
nineteenth century. Instead of the concentration on the three R's and 
classical languages concentration on science and modern languages was 
emphasised. Vocational training and new subjects were introduced. The 
organisation of the curriculum moved gradually from the classic subject-
centred to the broad field-central curriculum, to the core curriculum, and 
to the activity curriculum. Units, projects, activities, visits, handi-
crafts, gardens, laboratories, audio-visual aids, and so on have been used 
to overcome the drill from textbooks. There is little doubt that the 
general quality of learning for most children has risen as the school 
added vitality to the learning process. 
However, in this context, the deficiencies of present curriculum in the 
USA should be judged against two criteria: the first being the USA democratic 
institutions, the second being the USA international role. In its relation 
to democratic institutions, as Holmes points out, 
"the curriculum should provide opportunities for children 
to learn the skills needed in the making of democratic 
decisions. This implies the development of a social 
intelligence that will take into account all aspects of 
a problem - the moral, the political, the scientific, 
the economic, and so on - work out the possible 
consequences of any policy and judge in the light of 
these." 
98 
In the post-war era, under difficult circumstances, the USA has been 
called upon to play the role of leadership in international affairs which 
Britain and France previously undertook. Her educational task has been 
changed, but the educational system has not yet been geared to it. 
"Although John Dewey was constantly analysing the 
role of education in a democracy his concern was 
primarily domestic rather than international. 
Over the years the system has served this purpose 
as well." 
99 
Already considerable interest has been shown by political scientists in 
America in the public's role in the conduct of international affairs.
100  
The contribution might be made by the educational system to the political 
problem in deciding what ought to be taught in the schools. "If the public 
are to participate in foreign affairs ... then perhaps the systematic 
teaching of political science is a necessary corollary." Students should 
be trained in the methods of political analysis and the principles of 
weighting the possible consequences of alternative political action.
101 
Alternatively, through history, general social studies, geography, science, 
and so on, the basic principles on which political decisions should be made 
could be drawn out. Then the whole question arises of how the subject 
matter or this area of knowledge should be treated. 
4. Educational Change  
a) The Reorganisation of Secondary Education 
Education in America during the colonial period was dominated largely 
by European influence. The colonists were quite willing to pattern their 
schools after their English heritage. This meant that the colonial 
secondary schools followed the English Latin grammar schools. In organisation 
they were designed to prepare the well-to-do for higher education through a 
classical curriculum. 
"So the Latin grammar school was designed to prepare 
sons of the privileged classes for college in order 
that they might eventually enter one of the 'higher' 
professions, such as the ministry, law, medicine, 
teaching, or simply that of 'gentleman'. Relatively 
few in the total population were expected to attain 
these callings in life. Most were expected to be 
tradesmen, farmers, workers, mechanics, or servants. 
For these an elementary education was considered 
sufficient - or even more than necessary." 
102 
In the eighteenth century, however, cities and towns grew rapidly in 
size, trade and commerce increased, immigration rose, and goods and 
services were much more in demand than in the seventeenth century.103 The 
cry was heard that the former school was no longer appropriate for 
preparing young people to engage in these new important occupations of 
making goods, distributing them, and selling them. Education, some said, 
should become more practical, not only intellectual or literary. 
As a result, during this century the practical utility ideal for edu-
cation began to attract mild attention. The most detailed plan for 
pragmatic education was outlined by Benjamin Franklin in his proposal 
relating to education of youths in 1749.104 His proposal called for a new 
type of secondary school to be known as the academy. The plan was provided 
for a new educational philosophy with a realistic and practical approach. 
Some academies opened their doors to girls, a notable victory for democracy. 
By the 1870s some 6,000 academies135  dotted the educational landscape. 
But the common-school reformers, such as Horace Mann, Henry Barnard, 
W.Harris and John Dewey, felt that the private academies could never do the 
job that needed to be done. They therefore argued that free public schools 
should be created to provide a practical education for those boys and girls 
who would not or could not go on to college.106 
The growth in the number of academies offers proof that they met an 
urgent need in American life. It did allow the people to see more clearly 
the unique kind of secondary education that was needed. However, the 
academy fell short of making secondary education democratic, it was terminal 
as well as college-preparatory in character,107 but it did popularise the 
need for public secondary education. 
So the academy was not accepted by the common-school reformers; they 
argued that preparation for life, and the elimination of class distinction 
could be achieved only when a free school meant that all children were 
given a free education together and when the entire school system was 
supported by taxes levied upon everyone. 
The academy gave way to the public high school. The first public high 
school was established in Boston in 1821. It was, however, after 1880 that 
this new provision for secondary education began to flourish both in the 
number of schools and enrolment. The creation of the common school, as a 
new structure for secondary education, raised a problem in the field of 
curriculum. What should be the content of education for the masses who 
crowded into the public schools? Two possibilities existed:108 the content 
might remain the same, where each student could acquire the same knowledge 
and reach the standard of attainment previously set. Evidence against this 
possibility accumulated in the USA during the late nineteenth century. Or 
the content of education might be changed, "As a matter of fact not one, 
but all these were tried."109 So the reorganisation of the school system 
forced changes in the curriculum. 
By 1918 there was little doubt that the struggle for public secondary 
education was won. Many high schools had expanded their course offerings 
and had developed practical subjects for terminal students as well as 
classical subjects for college-bound students. In a sense these schools 
became comprehensive high schools offering parallel curricula under one 
roof where students of many different classes and with varying interests 
and abilities associated freely. 
However, there are some non-comprehensive high schools, for smaller 
segments of the adolescent population. Among the specialised high schools 
of a non-vocational nature are the Central High School of Philadelphia, 
the High School of Music and Art, and the Bronx High School of Science in 
New York City. Moreover, there are vocational high schools of every type 
in the large cities. Such vocational schools may be operated in cooperation 
with a corresponding industry.110 
Through a comprehensive high school for the vast majority of American 
adolescents and through several types of specialised institutions for 
specific interests, it is perhaps clear that secondary education in America 
makes a definite effort to further the democratic ideal of equal educational 
opportunities for all young people and to get schools more closer to socio-
economic needs. 
b) Non-selective System 
In the USA there is in general no segregation into different types of 
school, but only one public high school for all students. The US Office 
of Education in 1948 stated that: 
"Secondary education ... in Europe is not based upon 
the purpose of providing equal opportunities to all 
youth ... only the intellectually superior and 
economically favored youth have the advantage of the 
kind of secondary education comparable to that 
available in our country. It is rather evident that 
a plan based on such selective factors is not in 
harmony with our democratic philosophy." 
111 
Essential to the non-selective nature of the high schools is the lack 
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of examination barriers to attendance at secondary school. Only a 
small number of specialised high schools have an entrance examination.
112 
As a result of this, it was estimated at the beginning of the 1960s 
that almost 9 out of every 10 American young people were undergoing 
instruction. The percentage is now closer to being universal. Such a 
percentage is unique in the world. It was also indicated that more than 
35 per cent of American young people were in a college or university, 
whereas in 1910 only about 4 per cent of the youth were in college.113 
The important fact is the opportunities that young Americans have to 
advance their education and thereby their intellectual, economic and social 
status in a flexible society. Some of their motivation and impetus, at 
least, is traceable to the high school. 
Even in a non-selective system, however, the influence of social class 
persists. The ambitions of students are likely to be positively related 
to their home backgrounds. Working class students do less well at school 
than their ability would suggest that they should, and they go to schools 
where the climate of opinion and expectation is comparatively low.114 The 
school's climate of opinion depends mainly upon the social background of 
its students and the condition of its district. 
Roberts argues that the selective system, such as in England, makes it 
possible for the ambitions of entrants into employment to be consistent 
with the available job opportunities, whereas in a non-selective system as 
in America, "Such synchronization is impossible and there is an inescapable 
tendency for schoolchildren to become over-ambitious..115 And this, in 
turn, means that many high school graduates "will find their ambitions 
frustrated when the time to start their careers arrives.-.116  
Thus he concludes that, 
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... a selective system of education is clearly the 
best way to prepare the young for their working 
lives in a stratified occupational structure. Non-
selective schooling leaves the young unable to 
reconcile themselves to the types of employment 
available for them, whereas the products of 
selective systems of education have acquired 
ambitions consistent with the job opportunities 
that are available." 
117 
But in a non-selective system such as in the USA, the ambitions that 
are fostered among students act as driving forces that are to some extent 
responsible for determining the shape of their careers. They also act as 
a driving force responsible for the struggles of students through the 
instructional process, to achieve as much success as their abilities permit. 
In this way the aspirations that young people acquire help to determine 
their educational achievements and thereby also help to shape their future 
careers. The ambitions of students in a selective system are unable to 
play such a positive role. In England where the selective system was 
dominant, as Roberts pointed out, 
... a child's progress is not directly dependent upon 
his ambitions, but upon his measured and tested 
ability and upon his past academic performance. Those 
who are selected at an early age for elite education 
are given a training ensuring that when the time comes 
they are qualified to enter jobs of the highest status, 
and the chosen elite is prepared for this type of 
employment regardless of whether the children involved 
initially aspired toward it." 
118 
c) Administration  
The Constitution contains no direct reference to education. But on 
the basis of the Tenth Amendment, education became a function of the 
States.119 From the beginning of the republic to the present time, however, 
the federal government has undertaken various kinds of educational activities 
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through the work of its executive departments and the US Office of 
Education and the Supreme Court. 
The Supreme Court in 1954, for example, interpreted the refusal to 
admit Negroes to public schools as unconstitutional. "Frequently its 
decisions have set precedents, at the normative level, for changes in 
local educational policy and practice."120 Another important and direct 
role of the federal government is the allocation of funds for specific 
educational purposes. 
There is a long-standing fear on the part of many citizens and 
educationists as to the possible assumption of direct or indirect control 
over some aspects of education by the federal government. It is this 
viewpoint which seems to motivate some of the opposition to federal 
financial grants to education.121 
As a general rule, a state school system is under the control of a 
policy-making body known as the State Board of Education. The Board 
consists of members, usually administrators, who may be elected by the 
people or appointed by the governor. The highest professional executive 
is the State Commissioner. He is the chief of the State Department of 
Education, which consists of a staff of educational experts. The Commissioner 
and the Department of Education work together to put into effect the policies 
laid down by the State Board of Education. The Commissioner and the staff 
of the Department of Education, which is organised on the basis of 
scholastic level, subject matter, and other educational considerations, 
are concerned with a variety of matters, such as the distribution of state 
funds to the public schools, the certification of teachers and administrators, 
the recommendation of textbooks, the planning of research projects for study 
by staff members and others, the provision of advisory services to local 
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school boards, and other activities, depending upon the state.122 
The local school board or board of education directs the public 
schools in the district. Its members, who are elected or appointed, are 
expected to have some educational background, a co-operative attitude, a 
knowledge of community resources and problems, and definite interest in 
the various aspects of education. It is understandable, however, that 
"not all school boards exhibit these qualities, and some may be motivated 
more by political, religious, economic, or other interests than by 
education."123 Each large high school has a principal, assistant 
principals, and chairman of subject-matter departments. The local board 
is headed by a Commissioner who is elected by the board's members. The 
local board is usually charged with the responsibility of the formation 
of the general school policy, the raising of funds for school by levying 
of taxes, the supervision of school buildings and teaching equipment, and 
other functions which vary from district to district. The Commissioner and 
his staff, who are specialised in every curriculum field and every type 
of administrative service, set up the statements and interpretation of 
educational aims and objectives, the establishment of courses of study, 
the provision of information in line with the desirable practices of public 
relations. 124  
The existence of fifty distinct state systems of education is considered 
an advantage because it would discourage the misuse of education by central- 
ised power. On the other hand, one can also note the lack of a uniform 
national standard of education. For this reason, there are many educationists 
who favour the establishment of a national board of education which would set 
standards for the entire country. On this subject, there has been a debate 
in the educational circles since the early 1960s.125 
But who controls the curriculum content in the high schools? 
In general, among the many groups in the USA which have a significant 
influence on the selection of curriculum content, the colleges and 
universities are prominent.126 
College and university teachers influence the curriculum through 
their participation in setting university admission requirements and in 
serving as members of publications and other committees of national 
professional organisations, and also through their educational research 
studies. 
It is also true that textbook writers and publishers, and producers 
of teaching aids have a powerful influence in determining what is taught 
at every level of secondary schooling.127 
The parents, public opinion, and organised groups have brought about 
curriculum changes in the USA. For example, the automobile accidents and 
the ready availability of automobiles to young people have brought about 
great public pressure to make driver training a required subject in the 
high school. 
Because citizens generally do not possess sufficient knowledge of the 
curriculum process to decide what should be taught and how it should be 
taught at particular levels, the system of curriculum committees at the 
local level was adopted as early as the 1920s. Ever since there have been 
thousands of committees operating throughout the country. The recommendations 
of these committees take into consideration all influences exerted upon curri- 
culum planning.128  However, parents have the right to send their children 
to schools "where they can demand the kind of education and discipline they 
think proper".129 And this is the outcome of the deepseated belief that it 
is the right of every parent to have his child educated according to his 
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own lights. The people of a community can change the board of education 
if they are not satisfied with the curriculum and instruction in their 
schools. 
Several states have the right to manage their own affairs. So the 
most clearly stated curriculum content is to be found in the state 
regulation and legislation. But legislation may vary from one state to 
another, and not only as to the number of subjects and courses required 
of all schools but also as to the extent to which content is specified.130 
The local boards have also exercised considerable influence in curri-
culum decisions by setting graduation requirements, approving programmes 
of studies, adopting textbooks and teaching aids, and also by sometimes 
challenging the recommendations of curriculum committees and state legis-
lation. For example, "the local board may require two units of American 
history instead of the one required by state law".131 
But such influences do not finally determine what is taught in the 
classroom. However specific the textbooks, the American teacher is generally 
trained to use them as guides rather than prescriptions. The student not 
only has the choice in selecting his courses, "but also his classroom and 
extra-classroom activities".132 This does not mean that the curriculum is 
planned by students, but it does mean that teachers are increasingly 
conscious that effective learning is self-motivated. Accordingly curriculum 
planning provides for many alternative curriculum activities from which 
teachers may choose in accordance with the recognised interests and 
abilities of their students. 
The place of teacher education within the university structure is in 
itself an important factor in changing the curriculum. A change in the 
teachers' college programme may in turn lead to a similar change in the 
secondary school curriculum and vice versa. For example, when schools 
stopped teaching Latin and Greek, colleges ceased to train teachers in 
those subjects.133 
After the analysis of socio-economic, political and educational 
conditions in the USA, it might be fair to say that educating for the 
adaptability to changes in knowledge and skills requirements is thought 
to be vital. It is equally vital that education should provide opportuni-
ties for students to learn knowledge and skills needed in the making of 
democratic decisions. Did the curriculum at secondary level develop in 
such a way as to meet these requirements? The answer is the subject of 
the next chapter. 
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CHAPTER 3 
CURRICULUM DEVELOPMENT 
IN AMERICAN SECONDARY 
SCHOOLS SINCE 1900 
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It is difficult to analyse the changes which have taken place in 
the high school curriculum during the twentieth century as one unit of 
time. Since the factors that affected the curriculum varied from time 
to time during this period, and the nature and extent of curriculum 
changes also differed from time to time, the pattern of development can 
be divided into three phases based upon the contextual causes and the 
nature of curriculum changes themselves. The first phase is the 
industrialisation and Americanisation period from about 1890-1920. The 
second phase is the general diversified period from about 1920-1950. 
The third phase is the national project period from about 1950-1970. 
After 1970 there has been a humanistic trend. Reference to it will be 
made without much analysis. 
I. THE FIRST PHASE 1890-1920 
1. Curriculum Aims and Objectives  
This curricular phase, although encompassing only a brief period, was 
outstandingly influential in shaping the character of American education. 
Discussions among the educationists revealed conflicts of purpose and 
confusions of aim. One could quickly enough gain agreement that the goal 
of the high school was 'preparation for life'. But like agreements on 
'motherhood' and 'sin',1 what this meant in practice was not entirely clear. 
From the point of view of the Committee of Ten in 1893, the secondary 
school was viewed as an institution designed to prepare small segments of 
American youth 'for the duties of life' by improving their intellectual 
abilities. The Committee saw absolutely no conflict between this conception 
and that of the secondary school as a college-preparatory institution, for 
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the task of improving intellectual abilities centred squarely in the 
studies of the college. The Committee was interested primarily in 
improving intellectual ability by disciplining the mind, according to 
the encyclopaedic model of thought, and for this purpose all of the 
principal subjects would be of use. 
"They would all be taught consecutively and thoroughly, 
and would all be carried on in the same spirit; they 
would all be used for training the powers of observation, 
memory, expression, and reasoning; and they would all 
be good to that end, although differing among them-
selves in quality and substance." 
2 
However, in this very short period, political, economic and social 
changes of the first magnitude were beginning to exert new demands on the 
school - demands destined profoundly to alter the outlook expressed by 
the Committee of Ten in 1893. Thirty years later the last frontier in the 
plains states was rapidly being settled and increased mechanisation of 
farming resulted in the application of many new machines and processes. 
In industry, science and invention spawned new technology that brought 
improved methods of production and increased output. Not only had the 
number of persons engaged in industry surpassed the number in agriculture, 
but the gross value of American industry had far outrun that of any other 
nation. The large amounts of capital required by expanding technology re-
sulted in the formation of huge corporations, and the growth of industry 
brought about the urbanisation of America. The vocational training movement 
in America was given considerable financial support by the Smith-Hughes Act 
of 1917. So, American life in general and urban life in particular began 
to display a growing complexity which demanded ever higher levels of social 
and economic skill. Working in a factory, negotiating public transportation, 
buying and selling on credit, understanding intricate political organisation, 
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all necessitated abilities on the part of the average citizen which had 
simply not been called for in earlier days. 
During the nineteenth century most immigrants had generally pushed 
into the agricultural areas. At the beginning of the twentieth century 
the 'new' immigrants tended to remain in the industrial areas rather than 
move to the agricultural areas.3 Differing markedly among themselves in 
religion, languages, and custom, they seemed far more than earlier comers 
to settle in self-contained urban neighbourhoods. Very often the public 
school in a heterogeneous urban neighbourhood was the one place where the 
foreign-born might become conversant with American language, attitudes, 
beliefs and customs.4 
In educational thought, progressivism manifested itself in the cry 
that universal schooling was not enough, that a certain kind of schooling 
was fundamental to democracy. Dewey in Democracy and Education (1916) 
carefully analysed the fundamental conditions of democracy and then sought 
educational arrangements which would nurture and support these conditions.5 
It was also during this period that the scientific study of education 
began to get under way. Stanley Hall and his followers directed their 
attention towards the study of child development. Thorndike also carried on 
work enabling educators to subject education to scientific analysis, to 
study individual differences, and so on. 
As a response to the new changes and the new demands of society, the 
Commission on the Reorganisation of Secondary Education published the report 
on the Cardinal Principles of Secondary Education in 1918, in which the main 
resources of educational aims and goals were laid down: that secondary 
education should be determined by the needs of society (the nature of society) 
to be served, the character of the individuals to be educated (the nature of 
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the learner), and the knowledge of educational theory and practice 
available (the nature of knowledge).6 
The purpose of democratic education is to 
"develop in each individual the knowledge, interests, 
ideals, habits and powers whereby he will find his 
place and use that place to shape both himself and 
society toward ever nobler ends." 
7 
To give this proposition meaning, it is necessary to analyse the life 
activities of the average individual in a democratic society. The results 
of such analysis yield seven primary educational objectives: health, 
command of fundamental processes, worthy home membership, vocation, 
citizenship, worthy use of leisure, and ethical character. 
The report is clear about a number of other things. It explicitly 
assumes that the vast social changes inherent in industrialism and the 
findings of the new psychology must be taken into account. It also assumes 
that marked changes in the secondary school population "can no longer be 
safely ignored." As for the ethnic diversity of the American people, it 
argues that "the school is the one agency that may be controlled definitely 
and consciously by our democracy for the purpose of unifying its people."8  
The report maintains that secondary education should be for all, and that 
entry into the secondary school should be governed by age rather than by 
academic achievements, and that the colleges should modify their entrance 
requirements to enable graduates of such secondary schools freely to attend. 
Finally, the report comes out in support of the comprehensive high school, 
embracing all curricula in one unified organisation, as "the standard type 
of secondary school in the United States". "Life in such a school", the 
report asserts, "is a natural and valuable preparation for life in a 
democracy. 
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It is clear that the aims and goals of the high school had departed 
from the encyclopaedic school of thought to the aims and goals of pragmatic 
model. From an institution conceived for the few, the high school had 
become an institution conceived for all. From an adjunct to the college, 
it had become a preparation for life. From an institution restrictively 
concerned with the intellectual, the high school had become an agency with 
no less a goal than the amelioration of every individual and social need. 
From concentration on the past, the high school had become a preparation 
for present and future as well as for democratic participation. 
2. Curriculum Content 
a) The Academic Disciplines  
The high school replaced the academy as the dominant secondary 
institution in this curricular period. The Committee of Ten report 
emphasised that in 40 representative high schools nearly 40 subjects were 
taught. The Committee recommended the following subjects as appropriate 
for the high schools: 
"1. Languages - Latin, Greek, English, German, and French 
(and locally Spanish); 2. Mathematics - algebra, 
geometry and trigonometry; 3. general history, and the 
intensive study of special epochs; 4. Natural history -
including descriptive astronomy, meteorology, botany, 
zoology, physiology, geology, and ethnology, most of 
which subjects may be conveniently grouped under the 
title of physical geography; and 5. physics and 
chemistry." 
10 
These courses were recommended to be taught for both the college-bound 
and the non-college-bound. They became a powerful force influencing the 
secondary school curriculum until 1920. A study of offerings prepared by 
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Carl Tessen and Lester Herlihy provides information about high school 
curricula from 1890 to 1934.11 Several generalisations can be made from 
this report. Latin continued to hold a strong position in the school's 
programme, and the modern languages were receiving increased attention. 
Greek all but disappeared. 
In mathematics, algebra and geometry dominated with some attention to 
trigonometry. Arithmetic was disappearing as a field of study. Among the 
new subjects in the programme, the sciences led in numerical importance. 
Physical geography, physics, chemistry, physiology, botany, geology, 
zoology, astronomy and biology were generally available in high schools. 
However, zoology, botany and physiology were to show a decline in this 
period, as they were absorbed by the rapidly developing offering of general 
biology. 
In social sciences, American history persisted as the most important 
subject taught. Course work in civil government held a favourable position. 
Foreign history was provided in some high schools. English (rhetoric, 
literature) was to improve its already significant status. 
b) The Cultural Studies  
The cultural studies as offerings in the high school have experienced 
a somewhat irregular trend in this period, possibly because the importance 
attached to these fields had been considerably less than in the academic 
areas. 
Art, which had been established in the schools during this period, 
found recognition in the early years as painting, drawing, and modelling, 
and later as a form of creative expression. Music was accepted as having 
a place in the school's programme more stable than the position held by art. 
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Physical education was just beginning to become a well-established 
offering. 12 
c) The Occupational Studies  
Agriculture, home economics, manual training, and to a lesser degree, 
bookkeeping were all generally recognised offerings of the high school in 
this period. None of these subjects, however, was to enjoy the popularity 
it had in the next period. In agriculture, major attention was being given 
to agronomy, animal husbandry, farm mechanics, and farm management. In 
home economics the focus was upon food, clothing, and home management. 
Manual training emerged in this period after experiencing some difficulties 
in being accepted as a general education offering in the high school. The 
idea was advanced that, 
"... all of the manual arts, the mechanical processes, 
and the tools used in common in the trades and 
occupations should be arranged in a systematic course 
of instruction and incorporated into the general system 
of education." 
13 
Clearly in this period there was a demand for trained mechanics to 
enter the trades and industry. The apprenticeship system was not able to 
cope with the situation. Neither were the elementary schools resolving the 
problem through their manual training programmes. To cope with the pressing 
requirements of the trades and industry meanwhile, 
"private trade schools set the pace in contributing to 
the development of an educated labor force. Corporation 
schools formed industrial education programs appropriate 
for their corporate objectives and found their efforts 
amply rewarded." 
14 
d) Student Activities  
The notion that student activities had educative value and should 
be the direct concern of teachers and administrators was slowly gaining 
ground in the public school, especially during the later years of this 
period. A reflection of support for student activities could be drawn 
from two statements in the report on the Cardinal Principles of Secondary 
Education,15  namely, the objectives of health (both mental and physical) 
and worthy use of leisure. 
Provision for student activities was also evidenced by the physical 
facilities in school buildings constructed during this period. Athletics 
and playgrounds, gyms and so on were provided for recreational activities 
and team sports of football, basketball and baseball, as well as music and 
drama. 
Curriculum Theory  
At least until 1918, the content consisted of an encyclopaedic knowledge 
of the real world. Concentration was on humanities rather than natural 
sciences which were introduced later in this period. The content was de-
termined before the teaching situation and in turn it was not built on the 
student's experiences. Extra-curricular activities had not been introduced 
until later in this period. The high school student 
"was generally required to complete the prescribed 
academic subjects before chooling 'electives'. The 
required general education courses were receiving 
the bulk of the school's attention." 
16 
3. Organisation and Method  
Until 1918 at least, the content was organised in the form of a 
subject-centred approach according to the encyclopaedic point of view. 
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Subject matter was first in importance and it was controlled by someone 
representing authority external to the learning situation. It was also 
logically organised, and lacked integration. 
But the Cardinal Principles of Secondary Education Report of 1918 
was significant in that attention was being focused on desired outcomes 
rather than on subject matter to be taught. 
"Although [its] objectives gained immediate and wide 
acceptance, their intended purposes of bringing 
about interrelationship of subject matter and 
stimulating integrated and continuous educational 
processes were not achieved." 
17 
With additional knowledge regarding the nature of the learner, the 
'whole child', the learning process, and techniques of instruction, the 
teacher needed to acquire new skills and understanding in the role he was 
to assume. Edwards stated that: 
"These considerations led to demands that the entire 
system be re-examined and reorganized in the light 
of emerging concepts of democracy and in harmony with 
the new knowledge concerning the nature and methods 
of the learning process, human variability, and the 
social, mental, and physical development of the child." 
18 
The realisation that teachers needed to be college-educated stimulated the 
teachers college movement in this period. 
The data quoted by Finney from the Annual Reports of the United States 
Commissioner of Education reveal that the number of teachers in the American 
public schools increased from 286,593 in 1880 to 604,301 in 1915; the 
number of students enrolled in the same period increased from 9,867,000 to 
19,704,000.19 These figures would indicate that staff increase was barely 
keeping pace with enrolments. 
The curricular offerings that were becoming established in the schools 
for the first time, such as the sciences, home economics, industrial arts, 
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agriculture, bookkeeping, art, music, and physical education, required 
specialised kinds of instructional equipment, so laboratories, shops, 
kitchens, gymnasiums, art materials, and music instruments became in-
creasingly important. 
Inequality of educational opportunity during this period was reflected 
in provision of these facilities for learning as much as in the educational 
programme itself.20 While in schools in the more favoured cities in some 
areas the authority was offering such facilities, in the schools in small 
towns and rural areas these developments were to come much later. 
4. The Evaluation System  
In the early part of this period, the forms of evaluation consisted 
of oral recitation, paper and pencil examinations,since the major goal 
was to train the mind as the Committee of Ten pointed out in 1893. The 
forms of evaluation used in this period were attempts to measure and predict 
the outcomes rather than to diagnose and plan or replan the curriculum ac-
cordingly.21 In other words, these forms of evaluation were summative 
rather than formative and initial. 
The 'essay' type of examination in which the student was called upon 
to write about a number of topics or problems was being utilised to 
supplement the awarding of marks on the basis of teachers' observed 
impressions or oral examinations, and it was during this period that indi-
vidual and group tests, objective examinations, and standardised achievement 
tests were developed.22 But their limited use in the schools during this 
period had very little influence on practices and programmes. Their 
widespread use came later. 
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II. THE SECOND PHASE 1920-1950  
This curricular period extended from 1920 to 1950, a time in which 
American public education experienced a consolidation of many ideas 
formulated earlier. As in the period between 1890 and 1918, new social, 
economic, technological and intellectual forces were calling for new 
educational outlooks. The great immigrations were over. Industrialisation 
was entering upon a new era of automation and atomic energy. The United 
States had assumed leadership in a world whose centres of power were 
rapidly shifting. Technology had made possible the creation of new edu-
cational media.23  
A period of financial prosperity ushered in this period, to be followed 
by depression and later World War II. The 1920s saw a rapidly expanding 
economy and an accompanying surge of interest in education. After the 
collapse of the stock market in 1929, the country was plunged into an 
economic depression of a scope previously unknown in its history. Education 
not only suffered from lack of financial support but also faced critics who 
challenged the purposes of American schools and their responsibilities to 
a society that appeared to be experiencing economic problems.24 
Without question, the individual exerting the greatest influence on 
American educational thought during this period was John Dewey. Because of 
the impact of his work and writings, American schools early in this period 
became the focus of efforts to replace the traditional with the new. Far 
from being an absolute end in itself, scholarship was associated with human 
welfare. Knowledge had to be used. Dewey advocated that learning, to be 
most effective, must begin with an interest related to the needs experienced 
by the students. There were attempts, especially at the secondary level, 
to draw upon the respective disciplines in the solution of cultural problems. 
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The development of the 'problems of Democracy' course serves as an 
example. 
As the country was emerging from some ten years of depression, it 
was drawn into the Second World War, during which human and financial 
resources were siphoned from public education. At the close of the 1940s 
and 1950s, education was to experience unprecedented criticism. During 
these periods of intensifying national stress, such as the depression, 
World War II, and with the launching of the Russian satellite Sputnik in 
1957, essentialism rose to prominence. "National modes of insecurity and 
conservativism were reflected in national concerns for practical, specific 
education."25 
This period was also marked by psychological concepts such as instinct, 
learning process, human growth and development, personality, and transfer 
of training. The rapid growth of anthropology had profoundly altered 
classical theories of human development, and all these provided the edu-
cationists with greater knowledge of school-age youth. As a result, practices 
in curriculum construction assumed unprecedented direction and dimensions. 
The traditional concept of the curriculum as consisting of a group of subject 
matters was discarded, and educational leaders came to define the curriculum 
operationally. In essence, it was to be composed of all student experiences 
under the guidance of the school. A change in purpose and practice was 
initiated.26 
1. Curriculum Aims and Objectives  
Educational concepts such as the community school, education for life 
adjustment, education for all American youth, and education for the needs 
of the youth have as their focus the building of a wider bond among the 
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diverse elements of the American population. 
Still searching for clarification of the aims and goals of American 
secondary education, the Educational Policies Commission of the National 
Education Association set forth objectives in 1937. The four main cate-
gories were: 1. self-realisation; 2. human relationships; 3. economic 
efficiency; and 4. civic responsibility.27  
In 1944 the National Education Association's educational policy 
commission published 'Education for all American Youth'. This report 
exhibited the pragmatic and progressive approach to aims, since it 
emphasised the preparation of the student for productive life, democratic 
participation, the importance of science on human life, and the understanding 
of scientific methods and rational thinking. On the other hand, the report 
maintained and extended what had been stated in the Commission's reports of 
1918 and 1937. It was in this 1944 report that the 'Ten Imperative Needs 
of Youth'28 were set forth: 
"1- All youth need to develop saleable skills and those 
understandings and attitudes that make the worker an 
intelligent and productive participant in economic 
life. To this end, most youth need supervised work 
experience as well as education in the skills and 
knowledge of their occupations. 
2- All youth need to develop and maintain good health 
and physical fitness. 
3- All youth need to understand the rights and duties 
of the citizen of a democratic society ... 
4- All youth need to understand the significance of the 
family for the individual and society and the 
conditions conducive to successful family life. 
5- All youth need to know how to purchase and use goods 
and services intelligently understanding both the 
values received by the consumer and the economic 
consequences of their acts. 
6- All youth need to understand the methods of science, 
the influence of science on human life, and the main 
scientific facts concerning the nature of the world 
and man. 
7- All youth need opportunities to develop their capaci-
ties to appreciate beauty in literature, art, music, 
and nature. 
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8- All youth need to be able to use their leisure time 
well and to budget it wisely, balancing activities 
that yield satisfaction to the individual with those 
that are socially useful. 
9- All youth need to develop respect for other persons, 
to grow in their insight into ethical values and 
principles, and to be able to live and work co-
operatively with others. 
10- All youth need to grow in their ability to think 
rationally, to express their thoughts clearly, and 
to read and listen with understanding." 
29 
Social and political cohesion, not intellectual endeavour, was to be 
the new base. Emphasising the political and social aim of secondary edu-
cation, the Educational Policies Commission in 1952 asserted that: 
"In secondary school, no responsibility is so great as 
that of teaching the principles of the democratic way 
of life." 
30 
The great success of the community school during the 1930s' depression 
had decreased afterwards, because with the increase in population, pro-
duction, social mobility, and means of communication, the values of the 
small local community itself have virtually disappeared. The local community 
had become suburbia. 
The advocates of the community school concept, despite the national 
emphasis on political and social cohesion which marks life adjustment and 
education for all American youth, still think of the community school as 
one "directly concerned with improving all aspects of living in the 
community."31 
 
These new views on the nature of secondary education have grown out 
of the main stream of progressivism. Learning, for the progressive if it 
is to be significant must be meaningful, and meaningful learning must in 
turn follow pragmatic maxims. Dewey's method of learning through problem-
solving has been used to justify a community school and a curriculum which 
- 134- 
solves 'real-life' problems of youth and society. So the community problems 
were to be analysed, studied, and solved by the school.32 
Life-adjustment education maintained Dewey's ideas about the real 
interests and needs of the pupil in combination with the social needs: 
"There is no idea of permitting each pupil to take 
just what he pleases and only that. Quite the 
opposite is true. The welfare of society and the 
obligation of the individual for the group and for 
his own behaviour will not be neglected to foster 
irresponsible individualism." 
33 
However, an experimental project was carried out under the direction 
of the Progressive Education Association during the 1930s under the title 
of the Eight-Year Study. It attracted attention to, but perhaps had little 
influence upon, the trend of the American high school to drift back to a 
primary focus upon a college preparatory curriculum. The educational 
programme of 30 schools involved in the study exhibited varying degrees of 
'progressiveness'. The conclusion reached after careful evaluation was, 
that students enrolled in a wide variety of secondary school courses designed 
to prepare them for successful living did as well or better in college than 
conventionally trained students. However, criticism continued to be 
exhibited against curriculum content, and the American high school continued 
to address itself to the college preparatory function. 
The curriculum aims and goals identified so far can be characterised 
as: 1. comprehensive; 2. consistent with human rights and democracy; 
3. consistent with the social needs; and 4. tending to the satisfaction 
of personal needs. But these aims, however, should be called aims and 
general goals but not specific objectives, and this will be elaborated 
later. 
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2. Curriculum Content 
a) The Academic Disciplines  
This period was characterised by gradual change in the secondary 
high school from a narrow institution designed to educate college-bound 
youth to a broadly conceived one designed to develop citizens and workers 
as well. 
There was phenomenal growth in the number of courses included in the 
educational programme. The emphasis on the academic areas declined in 
favour of cultural and vocational studies. Looms, Lide and Johnson pointed 
out that: 
"An idea of changes in the relative emphasis placed upon 
the needs of academic and non-academic pupils with the 
advance of years may be had from a computation of the 
percentages of courses in the fields making up the two 
groups which were offered at each period. In 1906-1911, 
courses offered in English, social studies, mathematics, 
science and foreign languages (considered as the academic 
studies) constituted 76 per cent of the total number 
offered; in 1915-1918, they constituted 61 per cent; 
and in 1929-30, they constituted only 50 per cent of the 
total for all fields. The diminution for this group of 
subjects is due to the relatively greater number of 
courses in the fine and practical arts, or non-academic 
group, offered in later years." 
34 
The academic offerings in English saw a decline in British literature 
and greater emphasis upon American literature. Speech or oral communication 
became somewhat more predominant in the programme with grammar and 
composition continuing to receive attention. In the social studies, US 
history, world history, civil government, and geography were typical in-
clusions. A course entitled 'American Problems' or 'Problems of Democracy',35 
in which attention was directed to social, economic, and political problems 
in America frequently replaced separate courses in government, economics 
and sociology for secondary senior high schools. 
General science, which combined content from the physical and 
biological sciences, was the common offering in grade nine of the junior 
high school or the first year of the four-year senior high school. 
Biology enrolled a sizeable percentage of students at the tenth grade 
level. For the majority of students, contact with the sciences ended after 
grade ten; only a small percentage persisted in the sciences, enrolling in 
chemistry in grade eleven and physics in grade twelve. Health as an area 
of study increased markedly in this period, although it was frequently 
taught as a unit of a science course of physical education.36 
The mathematics field was similar to the science field in that the 
less able student was provided little opportunity to continue work in this 
field after grade ten. General mathematics for the average student and 
algebra for the more able were the common offerings in grade nine. Geometry 
was selected by a sizeable number of students at the tenth grade but only a 
small percentage were enrolled in trigonometry and advanced algebra courses 
that were offered in grades eleven and twelve.37 
Foreign language offerings in the American high school have been 
strongly influenced by the political climate in America at a given time. 
Firth and Kimpston stated that: 
"German was the second most popular language in 1915, 
next to Latin, but it faded into insignificance during, 
and for a period after, World War I. There was some 
increase in classes of German by the middle of the 
1930s, but this subject was virtually dropped from the 
educational program with the outbreak of World War II 
and held a minor place in modern language offerings 
at the close of the fourth curricular era. Latin 
persisted as the most prominent language in American 
high schools during the 1920s and 1930s. French was 
the second most popular language during the same period 
of time. By the close of the 1940s, Spanish was the 
most common offering, with Latin second and French third." 
38 
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b) The Cultural Studies  
Modern art education in America may be said to date from 1920. 
The term self-expression entered the scene and the emphasis was on the 
learner. After 1920, it was believed by the progressivists that creative 
activity and the development of children's true interests could be relied 
upon to produce a better programme. So attention was focused upon the 
subject field of art, music, physical education, and driver and safety 
education in this period. All four became firmly established in American 
schools and experienced phenomenal growth. 
Music was to show some increase in popularity over the previous period. 
In this period required course work in general music (singing, music reading, 
appreciation) was introduced into the curriculum. 
"Unlike the music program of the present day, much of 
the offering was of the classical type and unsuited 
to students' interests and abilities. In addition, 
music was often relegated to a position of being 
extra-curricular, and no credit was granted to the 
student." 
39 
The growth of physical education in this period can be attributed 
primarily to legislation. In 1921, 17 states established laws requiring 
that the subject be taught. By 1930, such legislation had been passed in 
39 states.40 In this curriculum period, the new psychology served in 
attempting to develop a programme that centred on the complete human being, 
not just physical fitness or sports and games. 
With the increase of automobile accidents and the ready availability 
of automobiles for young people, police officials, insurance companies, 
and eventually, public pressure brought attention to the need of a 
programme which would stress the importance of knowledge of safety rules, 
skill in handling a car, and the social responsibility of the driver.41 
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The earliest driver programmes of significance were established in a few 
high schools during the 1930s. By the end of the 1940s much progress had 
been made in establishing driver and safety education as a component of 
the secondary school programme. 
c) The Occupational Fields  
Attention had been given to curriculum developments in agriculture, 
business education, distributive education, home economics, and industrial 
arts during this curriculum period. Agriculture held an important position 
in the programme of high schools in the rural areas. Course work included 
animal husbandry, soils and crops, horticulture, and poultry. These 
courses were generally taught to farm boys in grades nine through twelve. 
In addition to bookkeeping, a number of courses were offered in 
business education. Typing became the most popular elective in this field. 
Bookkeeping and shorthand vied for second place. Other courses, in order 
of student choice, were entitled 'General Business Training', 'Business 
Arithmetic', 'Business Law', and 'Office Practice'.42 In 1922 bookkeeping 
and typing courses each enrolled 13 per cent and shorthand 9 per cent of 
all students.43 
Distributive education programmes in the high school were slow in 
developing but experienced a real beginning during this curriculum period. 
No more than one per cent of the high school population was enrolled in 
distributive education during this period. Course titles in existing 
programmes included 'Retailing', and 'Salesmanship', and 'Advertising', 
and 'Cooperative store training'. 
The industrial education received major support by the Smith-Hughes 
Act of 1917, the George-Read Act of 1927, the George-Ellzy Act of 1934, 
the George-Dean Act of 1936, and the George-Barden Act of 1946. During 
the Second World War, the content focused on wood and sheet metal, the 
only readily available workshop supplies. The programmes also emphasised 
repair procedures, reflecting the difficulty of replacing equipment needed 
in wartime. Post-war programmes extended wartime considerations with 
offerings in aeronautics and electronics. 
Home economics experienced a marked enrolment and programme increase 
in the early years of this curriculum period, a trend that was to continue. 
A high percentage of senior high school girls participated in home economics 
courses. Emphasis was still upon food, clothing, cooking and sewing. 
d) Student Activities  
During this curriculum period, "student activities achieved maturity, 
with general recognition of their importance in the education of 
adolescents."44 In the last curriculum period, activity programmes had 
achieved limited acceptance, with emphasis placed upon speech and drama. 
By the close of this curriculum period, a widely diversified programme was 
in effect in the majority of high schools. In addition to the speech, 
drama and physical education, music became important as an interest, as 
well as a cultural study. Individual development included student councils, 
service clubs associated with the school facilities such as library and 
audio-visual aids, clubs associated with the academic disciplines, such as 
science, mathematics, and foreign languages, and special-interest clubs and 
so on. 
The areas of knowledge identified so far are comprehensive. In a 
technical sense, there is a close connection between these areas of knowledge 
and the aims and goals identified in this curriculum period. In other words, 
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all, or at least most of all aims and goals which are proclaimed have 
corresponding experiences. In this sense, the content is valid since it 
promoted the outcomes that it was intended to promote. This content was 
varied enough to assure the total development of the student. 
3. Organisation and Method  
During the late 1920s and the 1930s, the flexible learning programme 
known as the activity approach was adopted in many areas.45 As a result 
of the 1930s depression and the fear of war in the late 1930s, criticisms 
arose of the activity approach as being unsystematic, inconsequential, 
inefficient, and destructive of the traditional values of the curriculum. 
The criticism was led by William Bagly, of the teachers college, Columbia 
University, the leader of the essentialist movement. This movement caused 
John Dewey to write his 'Experience and Education' in 1938. 
Memorisation fell into disuse because of the prevalent feeling that 
it contributed little to understanding. The application of child psychology, 
the principle of learning chiefly through direct experience, and the concern 
with the personality of individual children were more characteristic of the 
1940s than ever before. And the child-centred approach, promoted by the 
progressive education association, was still strong, to judge from the 
principles expressed by the Educational Policies Commission's report of 
1948: 
"Since children learn what they live, the good school 
is a place where life is as good in quality as the 
community can devise and provide." 
46 
From the recommendation of the Eight-Year Study in the 1930s, the core 
approach was developed. The scheme of general education proposed by life-
adjustment education was based on what was considered to be the 'real-life 
‘.1 
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problems' of society and was to be carried out by the core curriculum.
47 
The development of core approach also influenced the assignment of staff 
as Firth pointed out: 
"Teachers worked with fewer numbers of students 
generally and over longer periods of time. In 
addition, two or more teachers were occasionally 
assigned to work cooperatively to facilitate cutting 
across subject matter lines in the study of problems 
of social significance." 
48 
The pragmatic view was reinforced again in the late 1940s by the 
progress of the movement for the core curriculum which tied several courses 
together and obliterated subject-matter boundaries and which seemed to them to 
water down content. 
As a result of the application of activity and core approaches, the 
audio-visual aids were developed and provided for instruction. Kinder 
stated that: 
"The services turned out quantities of film and 
filmstrips, and they produced and utilised such media 
as flat pictures, maps, globes, posters, models, 
graphic portfolios, display boards, charts, and graphs. 
Mock-ups were used extensively, and audio devices were 
important in teaching foreign languages and morse code." 
49 
The specialists in the cultural areas of music, art, and physical edu-
cation were replacing the regular classroom teacher for instruction in this 
area. The greater realisation by the American public of the value of edu-
cation in the cultural area, coupled with the employment of specialists to 
teach in this area,-brought increased attention to these subjects. 
Since the core approach was built upon the students' interests and 
experiences, there was a sequence between the curriculum offerings. In 
other words, a kind of vertical integration between the knowledge offered 
to the students was achieved. 
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The core approach was also an attempt to establish a relationship 
among the different areas of knowledge, and this is the horizontal 
integration. The 'integration' and/or 'fusion' of content of two separate 
disciplines, such as mathematics and science or English and social studies, 
was also facilitated by a block of time scheduling. Firth stated that: 
"In order to facilitate the establishment of 
relationships between two separate disciplines, 
they were scheduled in a way that enabled two 
teachers to point up relationships between the 
field of study." 
50 
4. The Evaluation System 
In practice, during this curriculum period the progress of measurement 
devices used by teachers moved forward on two lines; the improvement of 
'essay' examinations, and the development of multiple-choice tests. These 
were used side by side with the oral examination of students, and the 
teachers' observed impressions. The multiple-choice tests, although 
stressing the acquisition of factual knowledge, made it possible to rule 
out the biases of the individual scoring the test. 
Schools began to use the tests of mental ability on a much larger 
scale. Another measurement device developed during this period and put 
into rather widespread use was the achievement tests. 
Standardised achievement tests for measurement in a variety of subject 
areas enabled the schools to make comparison of classes of children in the 
same school and in different schools. These examinations were used for the 
first time, as feedback or formative, since they were thought to provide 
schools with needed information about programme strengths and weaknesses. 
III. THE THIRD PHASE 1950-1970s  
During the second half of the twentieth century both external 
pressures towards change and internal dissatisfaction with the ways in 
which needs were being met, have been imposing unprecedented stress on 
the curriculum. 
The most striking characteristic of political forces in this curri-
cular era has been increasing federal participation. The evidence of the 
national government's changing posture towards the schools has been for 
example the serious consideration given to the establishment of a separate 
department of education. The financial involvement of the federal govern-
ment has increased from less than 1 per cent of the money spent on education 
in 1930 to 7 per cent in 1970.51 
The National Defence Education Act of 1958, the Vocational Education 
Act of 1963, and the Elementary and Secondary Education Act of 1965, by 
underwriting specific programmes, directly reflect the influence of 
political forces on curriculum. Extensive growth has taken place in the 
U.S. Office of Education to implement the aims and projects established by 
Congress. It is becoming increasingly apparent that political forces are 
calling upon the schools to serve as principal change agents for the imple-
mentation of policies that are of national concern. After the launching of 
Sputnik (1957), the first Russian satellite, crash programmes in mathematics, 
sciences,52 and foreign languages reflected a national concern about what 
was thought to be American lag in the space race, as the federal government 
moved from the vocational field into the academic disciplines. 
With increased population mobility, the level of education received 
in any part of the country has become important to all. The ability of 
small local authorities to meet the rising costs of education has declined. 
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The few courses available to young people in school districts with limited 
financial resources and the inadequacy of financial resources for state 
and local curriculum development suggest the need for greater federal 
involvement and centralisation of authority to provide equality of education-
al opportunity.53 Conversely, fears about centralisation are based upon the 
premise that curriculum decisions should be made by those most directly in-
volved in the planning and carrying out of learning activities. 
The effect of occupational demands and employment has operated on the 
curriculum indirectly, as a reflection of the needs of society. The time 
lag that has characterised recent education is perhaps more evident in the 
problem of keeping abreast of employment demands than in any other. Statisti-
cal information provided by business and the government can be utilised to 
keep schools informed of the total employment picture, but interpreting this 
information into programmes becomes infinitely more complex in a rapidly 
changing technological society. 
It may be becoming apparent in an increasingly technological society 
that the focus of the secondary school must be upon a broad general education, 
with an understanding of occupational demands, rather than upon an attempt 
to prepare the secondary student for a specific type of work.54 The 
sophistication of technology and the entrance requirements for colleges 
have stressed the academic disciplines. The rapidly increasing population, 
with movement to urban areas, requires more goods and services. The 
employment demands are for the more highly skilled. Both trends are 
resulting in greater emphasis being placed on vocational offerings in the 
secondary school. The increasing leisure-time and the prospect of earlier 
retirement and longer life spans have resulted in much attention being paid 
to the cultural are a.55 
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Political and economic forces operate both directly and indirectly 
to influence the kind and quality of education provided for the student: 
"They are intended to support a minimum level of 
program for all students in a local district or 
state, below which no school will be permitted to 
fall, and to guarantee each student an acceptable 
education, regardless of his family's size of 
financial circumstances." 
56 
The eclectic approach to both philosophy and psychology in American 
education has produced many inconsistencies. William H.Kilpatrick, a 
disciple of John Dewey, was a proponent of general education, not 
specialisation. He emphasised the education 'project' which stressed 
action rather than intellectual pursuits in the belief that 'we learn what 
we live'.57 It was against such a background that James Conant conducted 
his investigations of the American high school during 1959-1961. 
The writings of Jerome Bruner have stressed the importance of giving 
students an understanding of the fundamental structure of all subjects 
taught and have emphasised that earlier concepts about readiness to learn 
are defective.58 Emphasis is also placed on the quality of instruction 
that is optimum for a given learner, and the ability of the learner to 
understand the nature of the learning task. 
Jean Piaget in the field of cognitive development has provided the 
educationists with greater insight as to knowledge as it exists at different 
points in the development of the child. Skinner, among others, has con-
tributed to an understanding of such concepts such as reward, reinforcement, 
extinction, retention, and efficiency of practice. 
To the extent that psychology is a study of behaviour and learning 
results in modification of behaviour, new attention is being drawn to the 
writings of Robert Mager, James Pophan, and Benjamin Bloom and others. 
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Mager and Pophan have advocated the need for stating objectives behaviour-
ally to provide the curriculum planner with a basis for content selection 
and for evaluating the learning process. Bloom and others classified the 
educational objectives and emphasised that a hierarchy of knowledge 
exists within the cognitive and affective domains. 
1. Curriculum Aims and Objectives  
Five academic disciplines constitute most required courses. These 
are English and language arts, foreign languages, mathematics, science, 
and social studies. The importance of these disciplines arises from the 
fact that they control the design of general education in the secondary 
high school. 
As for English and language arts, no doubt that "English has evolved 
to a language arts matrix which includes the communication skills of 
reading, listening, speaking, and creative writing, as well as literature 
and linguistics."59  
The major aims of the modern English curriculum are to prepare students to 
communicate more effectively by: a) developing habits of reading with under-
standing, b) learning principles and skills of interpersonal communication, 
c) understanding the role of the mass media in society and developing 
abilities to assess them critically, and d) responding to the values of 
literature.60 The student must learn to reason and to think about what he 
reads, within the limits of his talent and experience. As for the aims of 
speech, they are: 
"a) to help students increase their oral abilities, 
b) to aid students in developing better understanding 
of speech skills and their effects on others." 
61 
One of the most complete statements of aims for the foreign language 
may be found in the list of primary linguistic objectives published by the 
New York State Education Department. 
"a) To understand a native speaker speaking at a 
normal tempo on a subject within the range of 
the pupil's experiences. 
b) To speak sufficiently to make direct contact 
with a native on a subject within the range of 
the pupil's experiences. 
c) To read with direct understanding material on 
a subject within the range of the pupil's 
experiences. 
d) To write, without conscious reference to English, 
whatever the pupil can say." 
62 
The major aims of mathematics programme are: 
a) To develop an understanding of and competence in the process of 
elementary mathematics, elementary algebra, graphical methods, and 
simple statistics. 
b) To foster an appreciation of general proportion, geometric figures, 
and relationships among them. 
c) To study deductive thought as a method. 
d) To discover how mathematics can be used to contribute to personal 
and intellectual satisfaction and aesthetic values.63 
Instruction in natural science has several aims: to develop attitudes and 
appreciations; to develop skills of inquiry; and to develop a foundation 
in the subject matter itself.64 To develop the spirit of science; for 
this, students must learn to make decisions, always on the basis of incom-
plete evidence, intellectual devices, and means of gauging results. The 
new projects in science do not seek to produce only more physicists, 
biologists or chemists, but to produce a person whose approach to life is 
rational. The courses develop also the concept that man can have significant 
influence on his environment through technology and that he is the master 
of the machine. So a science background is important for the potential 
scientist and non-scientist, for the college-bound and the non-college-
bound. 
A definite statement of goals for social studies has been identified by 
the National Council for Social Studies as follows: 
"a) Recognition of the dignity and worth of the 
individual. 
b) The use of intelligence to improve human living. 
c) Recognition and understanding of world inter-
dependence. 
d) The understanding of the major world cultures and 
culture areas. 
e) The intelligent uses of the natural environment. 
f) The intelligent acceptance, by individuals and 
groups, of responsibility for achieving 
democratic social action. 
g) Increasing the effectiveness of the family as a 
basic social institution. 
h) The effective development of moral and spiritual 
values. 
i) Achievement of adequate horizons of loyalty. 
j) Widening and deepening the ability to live more 
richly." 
65 
The cultural studies, which provide general education until the senior 
high level include art, music, and the performing arts (dramatics and 
dance), physical education, health education, as well as safety education 
and driver education. This cultural area should be taught with the 
following aims in mind: 
a) To develop primarily the purpose of appreciation in general. 
b) To develop interest in skills in one or more media of artistic 
expression that might carry over to leisure and hobby aspects of life.66 
c) To provide musical activities in which each student learns cooperation 
with others and gains an awareness of his own individual worth. 
d) To develop taste for the appreciation of excellence in the theatre. 
e) To provide experiences which will help increase the student's under- 
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standing of others.67 
f) The improvement of physical, moral, mental social and spiritual 
fitness of the individual.68 
g) To create a respect for, and understanding of, safety rules, laws, 
and practices. 
h) To develop knowledge and skill applicable to all traffic situations. 
i) To develop knowledge and skill which may be applied to emergency 
health problems.69 
The occupational studies include agriculture, business education, distribu-
tive education, home economics, industrial arts, and vocational trade and 
technical education. This area should be taught with the following 
intentions in mind: 
a) The preparation for allied careers in agricultural mechanisation, 
supply, processing, and so on. 
b) To prepare youths to meet their personal needs as consumers. 
c) To provide a background of information that will enable them to perform 
their citizenship duties more effectively. 
d) To train youths for vocations.70 
e) To qualify youths with social competencies and with the basic skills 
in computations and communications.71 
f) Improve the quality of family living. 
g) Develop abilities needed for the occupation of homemaking.72 
h) Develop understanding and appreciation of basic industrial processes. 
i) Develop skills in using basic materials, tools and machinery. 
j) Provide opportunity for creative expression and discovery of talents.73 
These stated aims and goals are undoubtedly consistent with the human 
rights, democracy, the social needs, and with the individual needs as well. 
From the point of view of Mager, Popham, Bloom and others, these are 
aims and goals but not objectives. Because of the vagueness of these 
kind of aims and goals, teachers in English and language arts, for example, 
have been content oriented, thinking in terms of literary works or 
grammatical facts rather than specific desired changes in student performance. 
So there has been felt to be a need for stating objectives behaviourally 
to provide the curriculum planner and the teacher with a basis for content 
selection, suitable method, and for evaluating the learning process as a 
whole. 
Within the social studies field, too, there is an increasing tendency 
towards the definition of objectives in terms of desired behavioural changes. 
The objectives have been made more explicit, and values, attitudes, 
appreciations, and other manifestations of the affective domain have 
received greater consideration. Such cognitive skills as critical thinking 
have been stressed. 
New offerings have become available as the result of projects sponsored 
by the federal government. In social studies objectives have tended to be 
categorised in three levels: a) objectives for the school, b) objectives 
for social studies in general, and c) objectives for specific courses. 
Objectives for the class are then stated behaviourally in relation to the 
concepts and generalisations, for example, "students will be able to use 
the concept 'social class' in grouping people who lived in 1900". Skill 
objectives, like generalisation objectives, are stated very specifically 
and in behavioural terms, for example, "students will be able to identify 
statements of fact and statements of opinion concerning people in social 
classes other than their own". Some curriculum developers, however, have 
had difficulties in relating concepts and generalisations to behavioural 
objectives. 
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2. Curriculum Content 
a) The Academic Disciplines  
The five academic disciplines considered in this section are English 
and language arts, foreign languages, mathematics, science, and social 
studies. 
In an attempt to limit the scope of the English curriculum, the 
Commission on English, College Entrance Examination Board (CEEB) made 
the following recommendation in 1965: "That the scope of the English 
program be defined as the study of language, literature and composition, 
written and oral."74 While the elementary school has focused upon 
communication skills - speaking, listening, writing with special attention 
to the teaching of reading - the secondary school has overemphasised liter-
ature. 
The freedom of the teachers to choose content and to design their own 
programmes, and the absence of well-outlined programmes have led, to some 
extent, to the absence of sequence. Herbert Muller described the content 
of English as "a fantastic hodgepodge".75  
Because of the central role of language in human experience, inter-
disciplinary humanities courses are found in many schools. Their purpose 
is to integrate material from social sciences, literature, and the arts. 
The older teaching approach stressed content and prescribed procedures 
and techniques, the newer one stresses a choice of content and identifies 
instructional objectives. 
Measuring outcomes has always been a difficult task for the teacher of 
English. Because of the variety of knowledge, understanding, and skills 
sought, tests vary in type and length. Traditionally, the essay test has 
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been used, but even in the area of literature some objective items have 
proven useful. It should be noted, however, that objective testing 
leaves much to be desired in certain areas such as the evaluation of the 
student's ability to interpret literature for himself, for it may instead 
evaluate his ability to recall another interpretation rather than his own. 
So this objective testing is not comprehensive, and all evaluation 
instruments are summative but not formative, since they attempt to measure 
and predict outcomes rather than to diagnose and modify the curriculum 
process if it is necessary. 
Foreign languages as a subject area originally included only Greek 
and Latin. Latin is still offered in restricted fashion, despite the rise 
in modern languages, notably French and Spanish. German has also achieved 
popularity throughout the century, while Italian is taught in selected 
sections. More recently additions to public school language programmes 
have been Russian and Chinese. 
The recent weakening and elimination of university foreign language 
requirements is probably the most important influence on the foreign language 
curriculum. For the first time, foreign languages are considered electives 
not only in the high school but at the college and university level as well. 
The sequence of courses in a particular language has traditionally 
been based upon the sophistication of the material to be translated. While 
courses in the modern languages tend to use increasingly difficult materials 
as students progress through the sequence, there is no pattern requiring the 
reading of specific works in specific years. The absence of such an es-
tablished pattern requires that scope and sequence be based upon another 
factor, such as fluency in speaking the language. 
There is general agreement that communication is the ultimate goal. 
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It is also agreed that a student should first hear a foreign language 
and then speak what he hears, in the same manner as a child learns his 
native tongue. This active approach has led to such practices as language 
laboratories, structural drill, and mimicry-memorisation of full sentences 
in the context of a situation. 
The strongest interdisciplinary relationship of a foreign language is 
probably to another language. The study of Latin may provide a basis for 
subsequent success in learning other Romance languages such as Spanish, 
Italian and French. However, language courses can be matched with special 
courses in the culture of the people who speak it. Hence integrated 
courses are becoming increasingly popular. For example, advanced students 
in some schools may choose to study biology in German, art history in French, 
or geography in Spanish.76  
In spite of using valid and reliable objective tests, they are still 
not comprehensive nor formative. Many educationists advocate the application 
of evaluation in terms of behavioural changes, seeing the need for tests 
that measure changes in student performance. 
In mathematics, courses are usually classified as elementary mathematics 
which include algebra, geometry, trigonometry, and analysis, with occasional 
classes in calculus and statistics. The separate courses are being replaced 
by a unified approach built on basic principles or concepts. Various aspects 
of the subject are being integrated into mutually reinforcing mathematical 
segments. 
After the USSR's success in the space race in 1957, a number of projects 
in mathematics have been established by several universities throughout the 
USA. The School of Mathematics Study Group (SMSG) was established in 1958 
at Yale University. The SMSG approach emphasises that the concepts of 
mathematics are part of the whole of the discipline, not unique to any 
subdivision such as geometry or algebra. The courses are organised into 
units, each of which presents topics and problems for analysis. Topics 
reappear at various points in the sequence, requiring increasingly greater 
sophistication and deeper treatment.77 The National Defence Education Act 
of 1958 made possible the improvement of teacher training in mathematics, 
science and foreign languages. There are general mathematics programmes 
for the non-college-bound, and specialised programmes for the college-bound 
students. 
The methods used in teaching the 'modern' mathematics may be summarised 
as discovery, problem solving, and investigation. Opportunities to learn 
through several senses and through using objects or diagrams are provided. 
Activities are changed frequently, and directions are simplified. 
Through mathematics the other sciences are finding solutions to problems 
that have previously not yielded to their own descriptive techniques. The 
need for the use of mathematics in science classes is accepted by teachers 
of both subjects, but students often do not recognise or cannot handle 
mathematical processes outside the mathematics classroom. But a few attempts 
have already been made. 
The use of standardised tests in evaluation evidenced that students 
involved in modern mathematics programmes do as well as those in a traditional 
programme and in addition learn concepts that were not a part of the 
traditional programme. 
Programmed instruction may be helpful to average and high achieving 
students but disadvantageous for slow learners.78 Use of television in 
mathematics instruction seems to yield non-significant differences from 
traditional methods. Experimenting with objects, asking questions, and 
rearranging data are activities which should precede study of formal 
definitions, rules and proofs. 
Science courses are mainly classified under conventional headings. 
Material from previously separate subjects of botany, zoology, and 
aspects of physiology continue in a single combined biology course. 
Chemistry, physics and general science constitute the other standard 
categories. More recent additions to secondary school curricula are 
courses in 'Earth Science' (physical science and biological science), 
'Life Science', and human biology, as well as advanced courses in biology 
and physical sciences for the college-bound students. 
The teaching of elementary science, however, varied considerably due 
to preferences for or against certain topics by individual teachers and 
lack of consensus on the appropriate content to be provided in certain 
grades.79 In the attempt to provide structure to the field of science 
during this curriculum period two projects are particularly popular: the 
Science Manpower Project which was organised at Teachers College Columbia 
University in 1956 with the support of 34 American industries, and the 
Science Curriculum, K-12 approach advocated by the National Science Teachers 
Association. The guidelines were introduced to help teachers and curriculum 
planners in selecting appropriate content and method, and planning and 
defining procedures for attaining goals of science education.80 
However, the absence of definite patterns of content led to the absence 
of sequence in many cases in secondary school. 
Methods of teaching science are placing less emphasis on accumulation 
of factual information and more in inquiry and discovery. They seek to 
develop better understanding of the structure of science and stress science 
as a method of inquiry rather than as a body of knowledge. The scientific 
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method is applied through techniques such as: 
"Use of expressions that indicate doubt (we do not 
know; the evidence about this is contradictory; 
it is not certain how this happens)." 
81 
Laboratory work, instead of being used merely to verify material presented, 
tries to encourage meaningful investigation and open-ended experiments. 
Team teaching, field trips to explore aspects of biology, and television 
also play important roles in the teaching of science. For all these reasons, 
the content data and the methods of teaching are, to a great extent, 
consistent with the previously stated science aims and goals. 
The evaluation of the traditional programmes has traditionally been 
directed towards the lower levels of cognitive domain, with little or no 
emphasis on the higher levels of cognitive behaviour. In the newer projects 
of science, however, standardised tests, and multiple-choice questions 
encourage more complex thinking and increase creativity. Feedback is 
collected in order to evaluate more accurately the existing courses and to 
guide further development of the programmes. This discrepancy is possibly 
attributable to the fact that traditional measurement focuses on rote 
learning or recall, while the newer programmes stress conceptual behaviour 
and critical thinking. In an attempt to correlate the learning process 
with desired outcomes, special examinations, based on the redefined objectives 
of the programmes have been developed by the Commission on College Entrance 
Examination Board. 
"There is confusion about the nature and hence the purpose of social  
studies."82 But in general, they are a collection of separate but somewhat 
related disciplines including history, geography, economics, political 
science, sociology, anthropology, and psychology. 
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The secondary school is marked by an increasing number of social 
studies offerings: world history, economic and world affairs courses 
have increased as a response of the increasing role of the USA in the 
world, as interest in 'American Problems' courses has declined.83 The 
few elective opportunities at secondary level include civics and geography 
in grade nine, world history has predominated at grade ten, American history 
at grade eleven, and 'American Problems' courses at grade twelve. The most 
common electives are geography at grade ten, economics at grade eleven, and 
psychology, sociology and world history at grade twelve.84 
During this curriculum period, many studies and projects have been 
initiated in an attempt to revise this curriculum. Goodlad has found that 
there are more new projects in the social studies than in any other area.85 
New trends have also emerged, such as the increasing interest in the history 
and culture of non-Western societies; emphasising recent history, for 
example, the stress is upon the 20th century and the role each nation 
has to play now and in the future; the study of geography of the world; 
the study of communism and totalitarianism has received a great deal of 
attention in recent years. This study includes the advantages and disad-
vantages of democratic and non-democratic governments. Another recent de-
velopment deals with the appropriate treatment of minority groups. So the 
social studies have been one of the most responsive areas to both internal 
and external changes during this curriculum period. 
The variety of social studies objectives necessitates using various 
methods for attaining them. Most of the recent trends in methods have the 
broad objective of helping individual students become independent thinkers, 
able to make appropriate decisions, and to apply scientific techniques to 
social problems so that they can deal with the rapidly changing nature of 
society. 
3 
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In recent years, emphasis has been on teaching inductively, or 
assisting the student to arrive at generalisations from specific data. 
This is to be done, according to Bruner, through discovery or intuitive 
formulations by students.86 The inquiry method has also been emphasised. 
Inquiry is the art of curiosity, a way of knowing, the asking of questions. 
As a reflection of Dewey's problem-solving method, the inquiry method 
promotes not only inductive thinking, but deductive and evaluative thinking 
as well, through student examination of the consequences of hypotheses, 
solutions, and the like. 
A number of recent projects in social studies instruction have attempted 
some sort of integration of the social science disciplines. The basic 
combination, however, has been between social studies and English/language 
arts. This had been done by the broad-field or fused approach in primary 
education, and by the core approach in the junior high school. Senior high 
school offerings are more likely to be separate one-semester courses in a 
particular subject. 
Compared to the interest manifested in objectives of social studies, 
there has been very little concern regarding assessment of student progress 
towards these objectives.87 This may be due to the vagueness and broadness 
of the statement of objectives. If the objectives of a class are stated 
behaviourally, in terms of the desired behavioural changes in certain areas 
of the content, reliable tests should be relatively easy to construct. 
Statements of behavioural changes to be internalised by teachers and 
students can be translated into many test forms. However, while behavioural 
changes in relation to knowledge and skills are easily translated, those in 
relation to values are not, and many problems lie ahead. Examinations and 
tests in this field are judging only the outcomes (not in their relation 
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to the objectives) rather than diagnosing the curriculum process. 
b) The Cultural Studies  
In this section, in addition to the cultural studies of art, music, 
and the performing arts such as dramatics and dance, it will include 
physical education and health education, as well as safety education and 
driver education. 
Dewey sees art as the quality which involves action; art is not the 
product of action alone but of the quality of the experience pupils undergo.
88 
In recent years art education has begun to assert itself as an important - 
even critical - part of the school curriculum. This trend may act as a 
balance to the earlier emphasis on science and mathematics. Following the 
pragmatic and progressive view, art has encompassed objectives for both 
the individual and society. For the individual, art curriculum makes an 
important contribution to the development of creative thinking. It has 
included expressing oneself, participating appreciation, utilising leisure, 
and discovering special talent. It has also included efforts to relate 
to community needs as well as to participate in the industrial and 
commercial development of society.89 
Art in secondary school includes 'Fundamentals of Structure', 'Basic 
Principles of Design and Drawing' and 'Craft Design'. Specialised electives 
are available as well. The general courses are cognate in nature, such as 
'Art History', 'Art Analysis and Application', and the world of art. In 
recent years, emphasis has been placed upon the introduction of film making 
to the classroom. 
Though there seems to be some consensus among teachers as to general 
objectives in art education, there is less agreement on content, and from 
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all indications found there is hardly any agreement at all on methodology, 
that is, how the content is to be taught. So many methods are available 
to interpret colour, line, texture, form, and so on. Characteristics of 
a sound art programme include balance of activities, variety of media, 
experimentation in techniques, increased attention to the product, and 
encouragement of personal style.90 
As Hurwitz pointed out: 
"Art teachers are working more closely with colleagues 
in the fields of drama, social studies, and reading. 
And as a consequence, students are being urged to think 
and behave as illustrators, architects, and even city 
planners." 
91 
In music specialised activities are afforded in senior high school 
in the following areas: a) Music Study - theory, music reading, harmony, 
orchestration, and conducting; b) vocal music - voice, vocal ensemble, 
choir, individualised technical instruction, and vocational orchestra. 
In the general education of music such cognitive courses as 'Music History', 
'Music Literature and Analysis', and 'The World of Music' are offered. 
However, in music as in art, there is hardly any agreement on the 
content or on the method that the content is to be taught. Variety of 
ways in teaching the music programme are used. Singing of interesting 
songs of all classifications, enough voice training to enable each student 
to use good tone quality, coordination of subject matter with pupils' in- 
school and out-of-school interests. All these teaching techniques are used.
92 
Evaluation in arts generally is focused on the creative progress. 
Progress is measured in terms of development. But the development is 
based on a comparison of one student's product with those of others in his 
group. It is recognised that paper tests can measure the 'content' aspects 
of art education programme, but the fact that valid and reliable measures 
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should indicate the progress of students towards competence as consumers 
and producers of art is stressed. And pupils can be evaluated on the 
basis of their individual progress in arts and music according to their 
own abilities, interests, and contribution to the class. 
Drama has traditionally been included in the fine arts because, like 
music, art, dance, and literature, it focuses on man's cultural heritage. 
Since the development of the public schools drama has been an outgrowth 
of English, literature, and speech activities. However, music has not yet 
integrated with other courses. It can be introduced as an integral part of 
nearly any subject in the curriculum. For example, it can be adapted very 
readily to the teaching of literature through the use of folk songs of the 
particular period being studied, or it can be used in teaching of science 
in units dealing with sound waves and acoustics. Integration of music 
with English, social studies, arts, and foreign languages permits curri-
culum development which can bring music into the lives of greater numbers 
of students.93 
Physical education, as has been shown, aims at the development of 
physically, mentally, emotionally, and socially fit citizens through the 
medium of selected physical activities. The programme involves organised 
instruction in health matters, coordination of experience with school 
health services. Attention has also been given to sex education primarily 
because of an increase in social disease and unwanted pregnancies. Health 
education also faces the difficulty of internal rationale. For many years, 
this portion of the curriculum has been expected to deal with the evils 
of drugs, tobacco, and alcohol. Hence, as Tanner notes, the schools are 
becoming the 'logical focus' for a national programme of mental health.94 
The role of women in American society is undergoing significant change. 
- 162- 
Women's participation in competitive sports is becoming ever more 
acceptable. Therefore, girls' athletic programmes are developing at 
a fast rate, especially in the areas of gymnastics, track and field, 
and swimming. 
The term 'movement education' refers to that part of physical edu-
cation programme emphasising helping the student to learn about his unique 
movement behaviour. The new direction that movement education presents 
puts emphasis upon the development of the total individual for all 
movement situations, whether in a laboratory or in the swimming pool, 
game field, or dance studio. The focus is upon understanding and 
controlling the body movements, or as referred to, 'body management'.95 
Individualised instruction is achieved through grouping in classes 
and within a class. Homogeneous grouping is done on the basis of ability, 
physical fitness, interests, size and combination of all these factors. 
Teaching by television is also being used increasingly, and this has 
enabled experts to reach classrooms. The problem-solving approach, such 
as in sports analysis, allows the students to decide the basis for self-
improvement. Flexible scheduling allows more choice among elective 
offerings. Sex education is conducted in small groups with emphasis on 
open discussion. 
Integration between this group of subjects has been debated. Some 
feel that physical education and health education are so unique in their 
content and method, and this produces pressures to identify each course as 
a separate entity. Others believe that the courses of common concern are 
sufficient for this aspect of the curriculum to be structured in an 
integrated fashion.96 
In evaluation the trend has been towards assessing improvement in 
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accordance with stated objectives, possibly through a single comprehensive 
report of a student's progress once or twice a year. However, the evalu-
ation instruments used are both objective and subjective, reliable and 
unreliable. For example, in physical education, student progress can be 
based upon self-evaluation, skill test scores, written tests on each sport 
covered, teacher observation, effort, attitude, participation and so on. 
Evaluation of health and sex education is best measured in terms of 
the affective rather than the cognitive domain. A measurable decline in 
unwanted pregnancies and social diseases is also feasible. 
The field of safety and driver education has been built around safety 
and self-preservation in all aspects of life: in leisure-time, in school, 
in the home, on the highway, and in vocational activities. Organised 
safety instruction evolves from concepts of anticipation and prevention of 
accidents as applied to all situations. 
Both safety education and driver education programmes have grown in 
recent years. While the two undoubtedly complement each other, many believe 
that each is sufficiently strong to stand alone, and a separate field of 
driver and traffic safety education is emerging. As Tanner pointed out: 
"Although some secondary schools offer a separate course 
in safety, the problem of accident prevention is rele-
vant to so many areas of the curriculum that it is 
unrealistic to compartmentalise the treatment of safety 
within a single course." 
97 
A course in driver education is not designed for those who want to 
obtain a driver's licence but is designed to equip all students with 
positive attitudes, knowledge, and skills about safety on the highway. 
It includes not only learning to operate an automobile but all "those 
learning experiences ... [which help) students to become good traffic 
citizens and to use the motor vehicle safely and efficiently."98 
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The problem of integration here could be attributable, perhaps, to 
the fact that no single subject can cover this field. Moreover, there 
would also be the problem of finding a teacher qualified to teach safety 
in all its aspects. Some educationists, therefore, feel that all teachers 
should use opportunities to present safety implications in their fields. 
Summative evaluation is carried out in terms of teacher observation 
of student behaviour, skill and participation. Possibly a comprehensive 
report of a student's progress is written once or twice a year. 
To sum up, the unifying focus of the cultural studies traditionally 
has been the development of performance skills. Although this aspect 
continues to receive attention, attitudes, appreciations, and greater 
subject matter knowledge are being given greater emphasis in programmes 
designed for all students rather than only those with demonstrated talent 
or ability. 
c) The Occupational Fields  
This section focuses upon the occupational fields of agriculture, 
business education, distributive education, home economics, industrial 
arts, and vocational trade and technical education. 
Thirty states had established agriculture courses in their public 
schools prior to the passage in 1917 of the Smith-Hughes Act. At present, 
more than 10,000 schools in the United States provide this type of edu-
cation.99 The traditional method of designating courses in agriculture as 
'Crops and Soils', 'Livestock', 'Farm Management', etc. is disappearing as 
agriculture has become more specialised. As farming becomes more technical 
and productive, modernised agricultural courses reflect increased 
mechanisation and sophistication and incorporate biological and physical 
science in content. In Virginia, there is a pilot programme where agri-
culture and distributive education are cooperating in projects of agri-
distributive education.100  There have been increased pressures to supply 
practical arts courses for an agricultural avocation as well as agri-
business courses to educate agriculturally oriented business trainees. 
Methods used in the teaching-learning processes can be characterised, 
according to the pragmatic and progressive view, by such terms as problem 
solving, work experience, work-study, job analysis, and 'learning through 
doing'. The core approach is also used for students who plan to attend 
post-secondary schools and begin employment at the technical level. The 
successful teacher is a director of the process rather than a lecturer. 
Both formative and summative evaluations are being used. Since the 
passage of the 1968 amendments to the Vocational Education Act of 1963, 
continuous assessment is mandatory, with state and national evaluations 
being required at the end of each five-year period. The outcome of these 
evaluations must be used in programme development, beginning at the local 
level and approved at the state and national levels. 
The term 'business education' is used to identify that part of the 
field of education which deals with business experiences for both special-
ised occupational and general uses. From the 1920s, the development of 
business education has paralleled the development of business and management. 
Recent advances in technology, accelerated by war and the space race, and 
economic pressure, have made it difficult to keep up. Emphasis is, however, 
being placed upon the identification of basic concepts that reflect the 
demands of a complex, continuously changing society. 
Vocational courses in business include typewriting, shorthand, book-
keeping, office procedures, and retailing. The non-vocational courses 
include economic geography, consumer economics, economics, and business 
law. A comparison of course titles from earlier curriculum periods with 
those of the present day would seem to indicate that little change has 
taken place, but a comparison of texts from then and now would reveal 
vast changes in content, organisation, and method. The change in the 
general business course, as Wanous notes, "no longer is it a course in 
which remedial instruction is given on the basic skills or in which bus 
schedule reading and other similar trivia are covered.u101 Coverage 
includes content from economics, business law, consumer economics, 
merchandising and general business. 
A newer project funded by the U.S. Office of Education through the 
Center for Research in Vocational and Technical Education at Ohio State 
University aims to "the development of behavioural objectives which will 
be derived by analysis of the performance requirements observed in current 
and emerging office activities."102 In his comment on this new project 
Crumley predicts that: 
"At its completion, we will have the behavioural 
objectives of office occupations education based 
on what actually goes on in an office and stated 
in simple, measurable terms of behavior. Around 
these behavioral objectives, we will build our 
future curriculums." 
103 
There has been overlapping between business education and social studies, 
particularly economics. General mathematics also often includes topics such 
as taxation, investments, and insurance that can be considered business edu-
cation. Some of this duplication will be reduced as general mathematics 
courses become better defined. 
With the great increase in the amount of knowledge to be covered in 
business education, a continuing need is for speeding up the learning. Less 
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attention is paid to memorisation and repetitive learning. To include 
creative thinking and the ability to adapt to change, there is more 
emphasis on problem solving, use of analysis, comparison techniques, and 
critical evaluation. Some form of work experience is becoming mandatory, 
with widespread curricular effects. Strong efforts have been made to indi-
vidualise instruction. The teacher assists students as they work individu-
ally, and each student is tested when he feels he has accomplished the 
stated objectives for a unit.104 
The assessment process has not yet been attaining its anticipated 
results. It is still carried out through the teacher's observation, and 
the student's progress in economic competence and skill. This is reported 
by the teacher from time to time. 
Distributive education is relatively new and not widely known. At 
secondary level, it was originally limited to the training of sales people 
for work in stores. The first major breakthrough was the recognition that 
whosesaling also has training status for students, followed by learning 
experiences in various service establishments, speciality stores, outside 
selling and finally, marketing. 
Some of the courses or units offered in distributive education classes 
are salesmanship, occupational relations, career development, occupational 
adjustment, applied economics, business mathematics, visual merchandising, 
advertising, business law, pricing techniques, inventory and stock control, 
record keeping, and buying. 105 
The main criteria for determining the content of distributive education 
classes are the local needs of the students. Therefore, the most important 
aspect of distributive education is the cooperative programme, which enables 
students to learn to relate classwork to business through a cooperative 
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agreement between the school and employers. Students receive part-time 
vocational instruction in the school and on-the-job training through part- 
time work experience. The two experiences being planned and supervised by 
school and employer so that each contributes to the student's development 
in his chosen occupation. 
The courses and units included in distributive education are inter- 
disciplinary in nature. The teacher-coordinator utilises information from 
various other courses in the school because it often relates to the subject 
matter being taught in the class, particularly home economics, vocational 
agriculture, and vocational office training. The student can see how much 
material relates to the business world through his part-time, on-the-job 
training, and ideally becomes more highly motivated in the various school 
courses. 
Teacher-coordinators of distributive education employ methods of 
instruction that utilise application, participation, and practice. 
Techniques used to assure individual application to employment requirements 
may be termed the cooperative method or the project method. The block-time 
approach with laboratory and simulation activities designed to implement 
individual student development is also being studied as an alternative to 
the cooperative plan. This approach is used in situations where the 
advantages of actual employment as an element in the instructional programme 
is limited.106 
Besides the common evaluation for classroom purposes, a distributive 
education programme does a separate appraisal of the student on the job. 
Many types of techniques have been used, but the most effective and accurate 
has been a rating sheet to be filled out by the supervisor (the person who 
directs the training on the job). 
In home economics, the focus is on the activities of the home and 
the life of the family, and more recently, the preparation for employment 
in occupations involving home economics knowledge and skills has been 
emphasised. Therefore, home economics has moved far beyond the earlier 
emphasis on cooking and sewing. Today, the curriculum includes these 
aspects of family living: 
"a) Family relationships and child development. 
b) Consumption and other economic aspects of personal and 
family living. 
c) Nutritional needs in the selection, preservation, preparation 
and use of food. 
d) Design, selection, construction, and care of clothing, and 
its psychological and social significance. 
e) Textiles for clothing and for the home. 
f) Housing for the family, and equipment and furnishings for 
the household. 
g) Art as an integral part of everyday life. 
h) Management in the use of resources, so that values and goals 
of the individual, the family, or of society may be attained." 
107 
In senior high school, home economics is an elective. Typically girls 
attend home economics while boys are in industrial arts. At this level, 
courses are designed for those who plan to become homemakers soon after 
graduation, those who are interested in occupational home economics, or 
those who plan to specialise in a certain area - foods, clothing, child 
care, or the like. There are also courses at this level for college-bound 
girls and boys. The emphasis in these courses is on the preparation for 
marriage, family living and health, consumer education, management and 
housing. 
While some psychomotor skills are emphasised, nowadays greater emphasis 
is being placed on cognitive and affective domains. Home economics is 
experiencing greater interdisciplinary relation with other subjects, such 
as biology, sociology, psychology, physics, chemistry, industrial arts and 
agriculture. Fleck stated that: 
40. 110 aCk ii11 e-s.is 
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plastics, wood, or metal shops to be sold. The trend is for more relations 
with the science courses. 
While there are numerous approaches to the teaching of industrial arts, 
such as American Industry Project, and the Galaxy Approach,110 the emphasis 
is upon the problem-solving and the project-centred method of teaching. 
Authorities in the industrial arts programme are advocating the teaching of 
a basic, general curriculum which is applicable to a broad cluster of 
occupations rather than attempting to teach all the specialised skills needed 
for a specific one. The evaluative instruments used in the previous branches 
in the occupational field have been usually utilised in the industrial arts. 
Traditionally vocational training for specific occupations has been 
placed in the last three years of the high school curriculum, partly because 
the Smith-Hughes Act of 1917 specified that federal funds were to be spent 
on students over 14 years of age. Today there is widespread disagreement 
about the placement of vocational education. Some educationists feel that 
it should be provided as early as age 12, or whenever potential drop-outs 
can be identified. Others feel that because occupations are becoming more 
complex and most students will have to prepare for more than one job, 
vocational education should be considered totally post-secondary. This 
opinion is consistent with the fact that many students do not make a 
vocational choice before completing high school. Many large cities have 
provided separate academic and vocational high schools. However, most 
districts continue to offer vocational programmes within the comprehensive 
high schools. 
Nevertheless, a significant development affecting placement is the 
increased involvement of the federal government and industry in the educational 
process. Cooperative programmes between the school and businesses are becoming 
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common practice. Local needs of industry are considered in many of the 
programmes planned in the local school systems, and some courses at the 
post-secondary level use occupational analyses to determine what knowledge 
and skills will be taught. 
The content, therefore, is determined by an analysis of what the worker 
must know and be able to do in order to succeed in a particular occupation. 
Students in vocational trade programmes spend half of each school day in 
shop classes and the rest in academic subjects and courses related to the 
trade. Trade sequences are offered in automobile mechanics, aviation 
mechanics, building construction, machine shop, cosmetology, dressmaking 
and power sewing, radio-television servicing, printing, and photography. 
Students in these sequences are often enrolled in applied mathematics, and 
trade science courses in which content is geared to activities in the 
shops.111  
In technical programmes, students spend two periods each day in shop 
classes. Technical sequences are offered in electrical (and electronics) 
and mechanical (basic machines, construction and design) categories. 
The relationship between shop classes and other subjects such as 
mathematics and trade sciences are very evident. There is a relationship 
between vocational curricula and representatives of various trades and 
industries, and employment services. 
Because of the overlapping between many courses and topics in the 
occupational fields, the recent occupational 'mix' programmes, which combine 
two or more vocational areas into a single pattern, have been developed. 
For example, the combination of basic electricity, electronics, auto 
mechanics, or diesel mechanics in one programme, a combination of agri-
culture and business in agri-business programmes, and the agriculture- 
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distributive education programme, etc. 
Discovery and inquiry techniques are used in much of the laboratory 
work, such as in electronics. Programmed instruction materials are recom-
mended for use in vocational areas.112 Classes are usually quite small, 
and students frequently work as teams so that beginners learn from the more 
advanced. 
The assessment of outcomes here includes the performance skills of the 
student and the tangible product which he has fashioned as an individual 
or in cooperation with his group. Techniques are needed to evaluate 
knowledge of the occupations and behaviour in regard to attitudes and 
values. 
While the trend towards identifying structure is not so evident here 
as in the academic and cultural areas, it can be seen in some subjects. 
Programmes in this area consist of various balances of demand in mental 
and manual abilities, thus offering opportunities for some students that 
would be completely lacking were such subjects not included in the curri-
culum like that in the general secondary school of Egypt. They are also 
intended for the non-college-bound students. 
There is an increasing tendency for meeting the changing needs of 
the individual and, according to Leighbody, there is an increasing tendency 
... to recognize as vocational education any planned 
educational experience which is designed to prepare 
the learner ... to maintain himself throughout an ever-
changing occupational life." 
113 
d) Student Activities  
Student activities comprise an aspect of the curriculum which is 
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voluntarily engaged in by students, receives the approval and sponsorship 
of the faculty, and provides no academic credit towards promotion or 
graduation. The various activities can be listed under nine headings as 
follows: a) group guidance and the home room, b) student council and 
related service organisations, c) departmental and special-interest clubs, 
d) athletics and outdoor education, e) musical organisations, f) speech 
and dramatic organisations, g) publications, h) assemblies and jointly 
sponsored activities, and i) commencement and social activities.114 
Frederick asserts that: 
"If student activities are properly managed, they will 
contribute to the total educative experience by 
1) reinforcing classroom learning, 2) supplementing 
formal studies in the required and elective curriculums, 
3) aiding total life adjustment, 4) integrating 
learning, and 5) democratizing school and American 
life." 
115 
In an effort to bring balance to school life, curriculum content, and 
student development, recent progress has been made in the student activities 
programme. Although the learning experiences made available through student 
activity programmes differ among schools, commonalities can be identified. 
Group guidance and the home room are vehicles through which student 
organisation is facilitated. Students may be assigned to home rooms on 
the basis of grade, interest, and ability. However, Bent and Unruh suggest 
that each home room should contain a cross-section of the student body - 
that is, different grade levels, both boys and girls, and a variety of 
capacities, talents, and interests should be represented.116 
The National Association of Secondary School Principals (NASSP) sponsors 
student councils nationally and provides model constitutions and by-laws 
necessary for effective organisation. In addition, the NASSP "suggests 
policies and activities, defines the sphere of influence of councils, 
promotes an interchange of ideas between schools through district and 
state conferences, and promotes the organization of councils in all high 
schools."117 
An integral part of every high school curriculum is the athletic 
programme, which operates under the title of varsity and intramural sports. 
The former involves those students who are especially adept in some particular 
sport. The second fosters participation by more students and de-emphasises 
the spectator aspect. While it may be thought that football, basketball, 
etc. are exclusively varsity-oriented, they serve equally well as intramural 
activities. 
The publication of newspapers, magazines, yearbooks, handbooks, and 
special interest leaflets receive the attention of a number of students and 
school personnel. Clubs organised for publication purposes serve students 
with a variety of interests, including creative writing, critical reading, 
art, business management, and other journalistic endeavours such as printing 
production. 
While some student activities are unique to this area of the curriculum, 
many stem from organised courses. As an example, the science fair is more 
typically associated with the science clubs than with the science courses. 
There is an important tie between the athletic or sports activities embraced 
by this programme and the curriculum in physical education, health and 
recreation. In many communities the pattern of social development is 
significantly influenced by parties, dances, and similar activities conducted 
under the auspices of the public school. 
More frequently, activities are planned during the school day. It 
usually is a fixed rather than a floating period, occurring first in the 
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morning and/or in the afternoon. There is a growing trend towards 
scheduling intramural athletics during regular class sessions. However, 
the scope and sequence of student activity programmes are not well defined, 
and the student councils, home rooms and clubs, will not guarantee desirable 
outcomes in the programme. Such organisations merely provide the framework 
around which programmes are developed. Constructive programmes with well 
defined objectives, selected learning experiences, defined scope and 
sequence, and able in meeting present and probable future needs, should be 
planned by a central planning committee with the help of student council 
and the Parent-Teacher Association. Plans should be projected for at least 
one term and preferably for the academic year. 
The evaluation process consists of reports written by the teacher once 
or twice a year about the student's progress. But the evaluation process 
here must be carried out with special reference to the desirable objectives 
of the programme. Moreover, the efficiency with which the various activities 
are carried through must receive close evaluation. An assessment must be 
comprehensive, continuous and valid. The results must be studied carefully 
and used as the basis of programme improvement. 
3. Organisation and Method  
As can be seen from the analysis, in this curriculum period the breaking 
away from a focus on teaching as the imparting of subject-matter approach 
along a standard practice in the conventional classroom toward increased 
attention to the learning process of the individual is apparent. Thus in 
all areas it is believed that compartmentalised learning is reduced and the 
ability to associate related ideas acquired, the amount of time allotted to 
any one 'field' is longer, topics studied are more general and understanding 
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of broad fields of knowledge is emphasised. 
The Eight Years Study, which was carried out by the Progressive 
Education Association, recommended the core approach. The core approach 
at secondary level is usually organised on the basis of units or problems 
or projects.118 Although the outline of the core approach is set up in 
advance, it is left flexible so as to allow for student interests and 
planning. 
The activity approach, established by John Dewey, was based on needs 
and interests of pupils. There has been the prevailing misconception that 
this curriculum approach is weighted heavily towards more physical activity. 
The idea, therefore, failed to include the second part of the activity, the 
intellectualising phase, or making use of what was learned. In the late 
1950s, therefore, the school was accused of being too permissive, too out 
of date, and even negligent of teaching basic skills and the hard-core 
subjects. Bender and John pointed out that, 
"... the launching of Sputnik (1957) the first 
Russian satellite, redirected thinking toward the 
classical subject-centred curriculum, at least in 
the areas of mathematics and the physical sciences." 
119 
This was directly related to the approach of the essentialist model, which 
focuses more on the intellectual side of the child, and did not centre 
directly on his social and psychological sides. 
However, the core approach has been used in most areas of the country. 
Team teaching has been practised. It involves two or more teachers, co-
operatively planning, instructing, and evaluating one or more student groups 
in order to take advantage of the special competencies of the team members. 
Teams operate in much the same manner whether their members come from one 
subject area or cut across two or more fields. The members usually meet 
each day to discuss a variety of subjects. An English 'team', for example, 
may have teachers with specialisations in literature, dramatics, composition 
and linguistics; a social studies team may have individuals with preparation 
in history, political science, sociology, and economics. Another basis for 
forming a team is provided by the special competencies of teachers for 
working with a particular mode of instruction. 
Anderson reports that team teaching does not suffer by comparison with 
conventional operations as determined by usual indices. Data from 
standardised tests on pupils' achievement are no less satisfactory under 
team teaching, while according to Anderson, "there are some slight indications 
that team teaching is particularly beneficial to markedly advanced and 
retarded pupils.”120 
 
However, since the teacher is most likely instructing five or more 
different groups of students each day, the possibility of learning to know 
any individual student well is not great. Subject-matter correlation among 
the various fields will obviously suffer, as each teacher brings expertise 
to only a single subject area. The problem of providing for student 
differences remains great. 
4. The Evaluation System  
In the former curriculum period (1920-1950), observed impressions, oral 
examinations, and subject matter tests gave way to teacher-made 'essay' and 
'objective' multiple-choice examinations. Greater utilisation of intelligence 
testing and the introduction of achievement testing also characterised this 
era. 
Nowadays evaluation of student progress has a broader concept. In 
addition to mastery of information and skills, the school is concerned with 
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the evaluation of student growth in social relationships, critical 
thinking, creative expression, interests, and attitudes.121 Increasingly, 
the purposes of evaluation are to provide for the collection of information 
that will help educationists determine the degree to which students are 
progressing towards the objectives of the curriculum. Evaluation also 
assists teachers in determining the effectiveness of activities and methods 
in helping the student to achieve curriculum aims and goals. Thus assessment 
is being seen less as a final measurement device for the assignment of grades 
and more as a means of securing needed information for planning curriculum 
and guiding instruction. In other words, examinations have become less 
summative and more formative. Intelligence and achievement tests have been 
used in assisting the school to define objectives and select curriculum 
content. 
To sum up, Chauncey and Dobbin state that, 
"The particular uses of tests in teaching fall into six 
fairly distinguishable categories: tests are used to 
judge capacity to learn, to guide teaching, to check 
learning progress, to discover learning difficulties, 
to improve teaching techniques, and to assess 
teaching effectiveness." 
122 
To this list can be added their influence on curriculum materials. In 
many instances, curriculum materials are selected because they will enable 
students to show up well in an existing testing programme. 
The trend towards self-evaluation leads to examinations on the honour 
system; so that the most significant contribution to any test is to assist 
the student in self-appraisal. The individual must ultimately learn to 
judge his own competencies and to plan his educational career accordingly. 
The classification of tests falls rather comfortably into the categories 
of intelligence, achievement, aptitude, and interest measurements. Because 
these tests are popular, national norms are available to provide a broad 
basis for comparison. A standardised test, for example, contains uniform 
content and requires that uniform procedures be carried out when 
administering the instrument. Information on a nationwide scale is 
provided by tests developed by publishing companies. The competition of 
individual students in examinations prepared for determining the potential 
success at college and university provide another index. States and local 
districts also have testing programmes of considerable scope and merit. 
The demand of governmental agencies at all levels to provide data on the 
student progress and the rise of special-interest groups seeking drastic 
changes and reforms also have an effect on the selection and use of evalu-
ation materials. 
It is not uncommon for examination schedules to be publicised several 
days in advance to allow students, teachers and parents to make appropriate 
plans. In some cases, the papers are opened only in the testing situation, 
and students are not permitted to carry any materials in or out of the room. 
The trend towards self-evaluation has allowed students in testing situations 
to communicate with each other. Another option is the take-home test, 
which may be completed over a period of one night or several days. 
In spite of that curriculum goals and aims stress higher levels of 
thought at the cognitive, affective and psychomotor domain, they are not 
clear and not stated in behavioural terms. So the vagueness of aims and 
objectives has forced many tests to measure the subject-matter achievement 
only, with little stress on attitudes, values and skills. This means that 
many tests are not comprehensive. About the failure of achievement tests 
to measure all programme objectives, and methods of instruction, Thelen 
stated that: 
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"Actually achievement tests typically used in schools 
are notoriously insensitive to instructional methods; 
as a result there is not a close relationship between 
the qualities of learning processes and measured 
'achievement'. It is possible that what is measured 
and called achievement represents only a trivial and 
inconsequential part of the educational outcome. It 
is even possible that important things were learned 
but were not measured at all." 
123 
It is generally recognised that existing instruments for evaluating 
student progress tend to focus only on the cognitive achievement. The need 
to develop instruments that measure all objectives of the school, including 
the more complex mental processes, is very real. The lack of such 
instruments conceivably causes schools to continue to stress the acquisition 
of subject-matter content, at lower levels of the cognitive domain, at the 
expense of the higher cognitive thought processes and the furthering of 
student growth in the development of attitudes and values. 
While schools generally have been highly effective in administering 
tests, they have been less effective in feeding the results to those who can 
use them for reinforcing the strengths and diagnosing the weaknesses of the 
educational programme. 
While locally prepared tests are more likely to take into account the 
objectives of the teachers, they are usually not so well constructed as 
those prepared at national or state level, by specialists employed by edu-
cational agencies or commercial firms. Teacher-made examinations lack 
demonstrated reliability and validity, and they often fail to provide 
immediate reinforcement of learning. 
IV. CONCLUSION  
From the analysis of the curriculum throughout the three eras, we can 
conclude the following trends: 
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1. The development of federal involvement and centralisation of 
authority to provide equality of educational opportunity. Cowen states 
that: 
"The thrust toward desegregation in American 
education, and equality of educational opportunity 
generally, is still strongly backed by Federal 
money." 
124 
Federal government provided less than one per cent of the money spent on 
education in 1930, but this proportion increased to seven per cent in 
1970.125 
2. The tendency is also towards a minimum level of programmes for all 
students throughout the country, in which no school will be permitted to 
fall below this level, as a national concern. Recent decisions of the 
U.S.Supreme Court and current legislation have revealed many manifestations 
of a national curriculum. However, much of the similarity in present 
programmes was accomplished through the adoption of standard textbook 
systems nationwide and the comparable education of teachers in all parts 
of the country. 
3. The focusing in secondary education is towards a broad general edu-
cation with an understanding of employment demands and economic needs, 
rather than upon the preparation of the student for specific work. Even 
the vocational courses have changed in emphasis, instead of preparing a 
student for a specific job, the emphasis is upon the development of certain 
skills that can be used in several occupations. 
4. More courses are being offered for women because more of them are 
entering the business world. More mechanical devices are being used in 
the classroom in response to the automation of business and industry. 
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Curriculum development is subject to a great many socio-economic, 
technological, political, and even educational pressures. The presence 
of these pressures and their influence must be recognised and acknowledged. 
Some curriculum changes of recent years have been prompted by a concern 
over problems of social class differences, the social mobility function of 
education, and this continues to be a major source of pressure on curriculum 
planners - not least through the work of those sociologists who have recog-
nised that one major source of social inequality is the curriculum itself. 
There is no way which curriculum planners should ignore regarding the 
economic and technological changes in society. As the Crowther Report in 
1959 pointed out, education has to be seen, at least in part, as a national 
investment from which society is entitled to expect some return. For the 
most part, that return ought to take the form of the output of a sufficient 
number of young people who have acquired the knowledge and skills that 
society needs to maintain and extend its development. Technological change 
leads to changes in the attitudes and institutions of society and thus to 
another source of pressure on the secondary school curriculum. The es-
tablishment of democratic institutions demands that the curriculum should 
provide opportunities for young people to learn skills needed in the making 
of democratic decisions. This is also an important source of pressure on 
the secondary school curriculum. 
Now, what exactly are the contextual causes which are strongly 
active in creating pressures and demands on the secondary school curriculum? 
What are these demands and pressures? The answer to this question is the 
subject of Chapter 4. Did the curriculum of the grammar school respond 
to such demands? If it did, to what extent? If it did not, then why? 
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The answer to such questions is the subject of Chapter 5. Curriculum 
development will be analysed in Chapter 5 for the second level of edu-
cation, with especial reference to the grammar school which embodied 
well the theory of curriculum which dominated educational practice in 
England since World War II. 
CHAPTER 4 
THE CONTEXTUAL VARIABLES IN 
ENGLAND SINCE THE SECOND WORLD WAR 
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I. SOCIAL CHANGE 
1. Social Classes  
In the twentieth century sociologists and social psychologists have 
devoted a great deal of attention to the concept of social class and its 
significance in society, but the fundamental problem of determining the 
criteria which distinguish one class from another is still unresolved, 
and it is difficult to find a definition and form of measurement which 
would be universally acceptable. 
Occupation may well be one of the determinants of social class and 
there is evidence to suggest that different occupations have varying degrees 
of social ranking,1 but it does not follow that persons in the same occu-
pation comprise a unified group or class. In England, however, most of the 
people have to rely on income from occupation to provide their material 
standard of living, and even though some occupations have a relatively high 
prestige and in comparison with other occupations a low rate of earning 
power, there is undoubtedly a connection between occupations and standards 
of living which may in turn influence the membership of a social class. 
What then are the patterns of occupational groupings in England? 
The method adopted by the census authorities is to group occupations 
into five social classes as follows:2 
1. Upper class or class 1 - professional and similar occupations. For 
example, civil service administrative officers, secretaries and registrars 
of companies, ministers of religion, lawyers, doctors and professional 
engineers. 
2. Upper-middle class or class 2 - intermediate occupations, for example, 
farmers, retailers, local authority officers, pharmacists, teachers, etc. 
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3. Lower-middle class or class 3 - skilled occupations, for example, 
coal-miners, most factory workers, shop assistants, most clerical 
workers. 
4. Upper-lower class or class 4 - semi-skilled occupations, for example, 
plumber's labourers, locomotive engine firemen, bus conductors, domestic 
servants, etc. 
5. Lower class or class 5 - unskilled occupations, for example, dock 
labourers, costermongers, window cleaners, etc.3 
This social class grouping provides a convenient arrangement of the 
unit groups of the occupational classification into five social classes 
based on general standing in the community, economic circumstances not 
being taken into account unless they are reflected in the occupational 
classification. 
From 1931-51 the proportion of occupied and retired males allotted 
to each class has not varied greatly, as shown in Table 1. The main 
positive trend is towards a reduction in classes 4 and 5, and an increase 
in class 3, which is what could be expected from the changing pattern of 
occupational distribution during the 1940s. 
The social class distribution of the population as a whole (as distinct 
from occupied males) is determined in the censuses by allocating heads of 
households to each of the five social classes. The proportion in each class 
is similar to that shown in Table 1 and, broadly, in 1951 half the households 
were in class 3, just under a quarter in classes 1 and 2, and just over a 
quarter in class 4 and 5.4 The ages and material status of the persons in 
each class are also given and regional variations are shown in the county 
reports, so that a great deal of useful data introduced to give a more 
elaborate sub-division of occupations by socio-economic groups. Thirteen 
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socio-economic groups are now identified as can be seen in Table 2. 
TABLE 1: SOCIAL CLASS DISTRIBUTION OF OCCUPIED AND RETIRED MALES 
IN ENGLAND AND WALES AT THE CENSUSES OF 1931 AND 1951 
Class 
1931 1951 
No. 	 (000's) No. 	 (000's) 
1 336 2 494 3 
2 1,855 13 2,146 14 
3 6,848 49 8,041 52 
4 2,552 18 2,433 16 
5 2,459 18 2,258 15 
TOTAL 14,050 100 15,374 100 
Source: The 1951 Census, Occupation Tables 
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TABLE 2: SOCIAL CLASS AND SOCIO-ECONOMIC DISTRIBUTION OF PRIVATE 
HOUSEHOLDS IN ENGLAND CLASSIFIED ACCORDING TO THE SOCIAL 
CLASS OF THE HEAD OF THE HOUSEHOLD AT THE CENSUS OF 1951 
Social Class 	 Socio-economic group 
No. (000's) 	 9 	 No. (000's) 	 % 
1 	 357 	 3.3 	 (3) Higher Administrative, 
Provisional and Managerial 
workers, including large 
employers 	 357 	 3.3 	 3.3 
2 	 1928 	 18.4 (1) Farmers 
(4) Intermediate Administra-
tive, Professional and 
Managerial workers, 
including teachers 
(5) Shopkeepers and small 
employers 
235 	 2.2 
1209 11.5 
522 5.0 18.7 
3 	 5257 	 50.0 	 (6) Clerical workers 	 555 	 5.3 
(7) Shop assistants 	 331 	 3.2 
(8) Personal Services 
	
438 	 4.2 
(9) Foremen and Supervisors 
	
422 	 4.0 
(10) Skilled workers 	 3660 	 34.8 
	 51.5 
4 	 1697 
	
16.2 	 (2) Agricultural labourers 
	
434 	 4.1 
(11) Semi-skilled workers 	 1146 	 10.9 	 15.0 
5 	 1267 	 12.1 (12) Unskilled workers 	 1158 	 11.1 
(13) Armed forces and other ranks 	 39 	 0.4 	 11.5 
10506 100 	 10506 100 100 
Source: Extract from Cole, G.D.H., 'Studies in Class Structure,' 
1964, Table 1, p.153, and Marsh, D.C., The Changing 
Social Structure in England and Wales 1871-1951, 
London, 1958, p.196, Table 48. 
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Objections can be raised against this method of division, but it 
has the merit of breaking up the five broad classes into major sub-groups, 
thus social class 1 is covered by socio-economic group 3; social class 2 
contains socio-economic groups 1, 4 and 5; social class 3 contains socio-
economic groups 6,7,8,9 and 10; social class 4 contains socio-economic 
groups 2 and 11; and social class 5 contains socio-economic groups 12 and 
13. 
In 1947 the broad income ranges assigned to each class were: class 1 
over £1,000 per annum, class 2 between £650 and £1,000, class 3 from £350 
to £650, class 4 from £225 to £350, and class 5 not more than £225 per annum. 
By 1955 the ranges of income per annum which it was suggested might be 
typical of the head of the household in each class were: class 1 probably 
more than £1,300, class 2 between £800 and £1,300, class 3 between £450 
and £800, class 4 between £250 and £450 and class 5 probably less than £250.5 
Approximate measurements of these kinds have their value not only as markers 
of social class but of the rate of change in incomes receivable as well. 
However, the ownership of property is unevenly distributed. Of all 
adults over twenty-five years of age in England and Wales in 1954 the richest 
one per cent owned 43% of the total private property and the richest ten per 
cent owned 70%.6 Do those who possess this high percentage of property also 
possess high social prestige? 
In Britain, of a total of twenty-six million incomes noted from tax 
returns in 1960 eleven million of these were less than £500 per annum, and 
half a million or about 2% of the total number of incomes were greater than 
£2,000 per annum.7 Do those who possess high incomes also possess high 
social prestige? 
It seems that those occupations which are rated more highly in social 
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prestige tend to be those which command high monetary return. Income and 
property ownership are only two of the social differences which appear to 
be related to differences in social rank in England. Occupation is 
associated with different chances of living and dying and sickness and 
health.8 Those occupations which carry higher prestige than others tend 
to be positively privileged in their physical life chances: their children 
are less likely to die in infancy; they appear less susceptible to many 
physical diseases; they are less likely to die between the ages of twenty 
and sixty-four; and when they become mentally ill, they are more likely 
to be treated by more highly qualified practitioners for a longer period of 
time. 
In Cauter and Downham (1954) study of Derby it was found that 58% of 
the working class belonged to no clubs or associations as opposed to 42% of 
the middle class.9 However, this data show differences in patterns of 
associations in the two large occupational groups. For example, 68% of the 
manual workers were members of trade unions and professional bodies while 
the corresponding figure for non-manual workers was 43%. But manual workers 
seem to join the less formal association, the one which requires less 
conscious effort at sociability because the members are friends, neighbours, 
workmates. The less formal association by definition has a relatively 
flexible authority structure and is not involved in long-term planning. A 
member does not feel compelled to attend every meeting but can drift in and 
out as the spirit moves, and as the membership is drawn from a relatively 
small geographical area, members are likely to know each other and are less 
likely to be of different social classes. 
In those associations where the membership cuts across class boundaries, 
leadership positions tend to fall to non-manual workers. Thomas Bottomore10 
found that higher occupational groups contributed more than their share 
to leadership positions as judged from their percentage of the membership. 
The difference is greatest for class 1 which provides 16.6% of the members, 
but 62% of the officials, and class 3 which provides 60.4% of the members 
but only 18.2% of the officials.
11  
2. The Influence of Social Structure on Grammar School and its Curriculum 
There is undoubtedly a connection between the formal education one 
receives and the social class to which one belongs, or hopes to belong, 
and surveys have shown that a considerable proportion of the population 
believes that education is one of the most important criteria of social 
class.12 Certain occupations demand particular kinds of education and, 
therefore, entrance into them is dependent, in part at least, on the op-
portunities for obtaining that kind of education. If occupation is a 
determinant of social class then clearly the distribution of educational 
opportunities will have a bearing on the nature and size of social classes. 
In 1954 data have shown that substantially large proportions of children 
of professional, managerial and executive fathers attended independent 
schools than did those with fathers in lower status classes. While 55.1% 
of the children from the first social class attended independent primary 
schools and 44.9% attended elementary schools, only 1.1% of children from 
the lower class attended independent schools and 98.9% of them attended 
elementary schools.13 
Further significance of these different educational chances is evident 
in progression to secondary education; for those who attended elementary 
school, 9.7% went to secondary grammar or boarding schools whereas 72.3% of 
those who attended independent primary schools did so.14 
- 201 - 
The proportions of the 10-11 age group of children in each occupational 
group selected for admission to grammar schools give what may be called the 
'class-chances' of a grammar school education. 
figures for boys in 1953 in Middlesborough:15 
Professional workers, business owners 
The following are the 
and managers 68% 
Clerical workers 37% 
Foremen, small shopkeepers, etc. 24% 
Skilled manual workers 14% 
Unskilled manual workers 9% 
The average 17 
As might be expected, there were in this area considerable disparities 
in the chances of boys from different social classes. In general, the sons 
of manual workers had a chance below average, and the sons of non-manual 
workers had a chance above average, of being selected for grammar schools. 
The sons of clerks had four or more times as good a chance as the sons of 
unskilled manual workers, and two to three times the chance of sons of 
skilled workers. The son of a professional or business man had more than 
seven times the chance of the son of an unskilled worker, and almost five 
times the chance of a skilled worker's son. 
Halsey and Gardner in 1953 have found that: 
"Working class boys who do attend these schools [grammar 
schools] are most likely to be from small families than 
large families, and whatever the size of their families, 
tend to be eldest children rather than of later birth 
order and neither of these conditions applies to the 
middle-class boy." 
16 
As for the entrance to a grammar school, two steps were required, 
first a recommendation from the primary school headmaster, and second the 
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success in preliminary tests in English and arithmetic. It is sometimes 
suggested - and there is some evidence in support of the theory - that 
when IQ is held constant there is a correlation between socio-economic 
status and performance in attainment tests. This is based on the assumption 
that English and arithmetic tests reflect social and cultural influences to 
a greater extent than do intelligence tests. From an enquiry made by Floud 
and others in West Hertfordshire and Middlesborough in 1953, they concluded 
that: 
... neither subjective bias nor diversity of performance 
in attainment tests, relative to intelligence, is in fact 
prejudicing the chances of working-class children. The 
present differences in proportion of the contribution of 
the various occupational classes to the grammar school 
intake can be explained almost entirely in terms of the 
unequal distribution of measured intelligence." 
17 
The social distribution of successful candidates in the selection tests 
has been shown to be closely related to the social distribution of measured 
intelligence. But this does not dispose of the problem of equality of edu-
cational opportunity. Measured intelligence is well known to be largely an 
acquired characteristic. It is important, therefore, to throw light on the 
influence which certain elements of a child's environment have on his chances 
of selection for a grammar school. 
The education, attitudes and ambitions of parents are left as the only 
clearly distinguishing characteristics of successful candidates and the 
only consistent environmental influences on the rate at which children in 
every social class succeed in obtaining grammar school places. The family 
size, home environment, and school condition are also important in the same 
way. 
There is evidence to prove that the parents of successful children are 
on the whole better educated than those of unsuccessful children. As can 
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be seen from Table 3, the percentage of fathers and mothers who had 
selective secondary schooling and some further education was nearly twice 
as high amongst the successful as amongst the unsuccessful children, and 
the same is true in varying degrees at each social level. The mothers 
of successful working class children moreover had frequently before marriage 
followed an occupation 'superior' to that of their husbands. 
TABLE 3: EDUCATION OF PARENTS OF SUCCESSFUL AND UNSUCCESSFUL CANDIDATES 
FOR GRAMMAR SCHOOL PLACES 
Father's education 	 Mother's education 
Selective 
Secondary 
Some further 
education 
Selective 
Secondary 
Some further 
education 
S* U* 
Middle-class 85% 36% 77% 63% 83% 63% 49% 26% 
Lower middle-
class 49 36 44 41 51 32 50 10 
Working-class 14 10 32 18 31 14 22 13 
All 38 17 45 25 44 20 31 18 
S* and U* indicate successful and unsuccessful children. The 
percentage is based on inquiry made in South West Hertfordshire 
in 1952. 
Source: Floud, J.E., and Halsey, A.H., and Martin, F.M., Social 
Class and Educational Opportunity, London, Heinemann, 
1956, p.101 
Not surprisingly, these better educated parents of successful children, 
as indicated in Table 4, were to a marked degree more interested in an 
ambition for their educational future than were the parents of unsuccessful 
children. They had a better knowledge of the rather complex procedure 
employed in allocating children to the different types of secondary school 
and had more frequently visited the child's primary school to discuss his 
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secondary education with his teacher. They showed a clear awareness of 
the long-term importance of selective secondary education and expressed a 
marked preference for the grammar school. As compared with the parents 
of unsuccessful children, they favoured a longer school life, preferred 
further education of the academic type for their children and looked forward 
to seeing their children enter non-manual rather than manual occupations.18 
TABLE 4: ATTITUDES AND PREFERENCES OF PARENTS OF SUCCESSFUL AND 
UNSUCCESSFUL CANDIDATES FOR GRAMMAR SCHOOL PLACES 
Social class 	 'preference' 'strong 	 Have discussed 	 Contemplate 
for 	 preference' 	 child's S.Ed. 	 leaving age 
G.S. 	 for G.S. 	 with Primary 	 of 18 
School teacher 
S% 	 U% 	 S% 	 U% 	 S% 	 U% 	 S% 	 U% 
Middle-class 81 82 68 63 71 55 79 51 
Lower middle-
class 84 58 68 61 72 57 51 27 
Working-class 80 41 51 21 59 30 44 16 
Source: Floud, et al., op.cit., p.102 
Thus, the favourable attitudes of their parents to their education 
distinguished the successful from the unsuccessful children for grammar 
school. 
In 1950 Martin found significant differences with regard to aspirations 
for children amongst parents: 76% of these classified as professional middle 
class wanted their children to stay at school at least until 18 years of age, 
whereas only 29%19 of those classified as manual working class wished this 
for their children. 
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It is perhaps a well-established fact that, for whatever reason, 
children from large families score less well on the average in intelligence 
tests than children from small families even at the same social level.20 
Floud pointed out that, 
"... 17 per cent of the children of unskilled workers 
with families of only one or two children were 
successful, as compared with 2 per cent of those 
whose families numbered five or more." 
21 
Home background handicap must be partly responsible for the lower 
general rate of success on the part of children from working-class families. 
It may be true that the pace of post-war social reform has been uneven; 
school building is not always accompanied by re-housing and does not always 
serve the more prosperous and ambitious working-class families, and the 
spread of middle-class attitudes in educational matters among working-class 
parents does not necessarily wait on improvements in their material environ-
ment. There is something to be gained, therefore, from an attempt to compare 
the relative strength of these influences on children's performances in the 
examination at 11+. 
An analysis22  which related rates of success in the competition for 
grammar school places to indices in turn of the material environment of the 
schools, the degree of their overcrowding and the economic status of the 
populations served by them showed the relation with the last variable to be 
closest. Poor homes and poor schools are frequently associated. Even 
within the same social class, poor homes imply a lower average level of 
measured intelligence amongst the children who are plainly unlikely to 
proceed to the grammar schools in the same proportion as those reared and 
educated under more favourable circumstances. 
It would be reasonable to expect that primary schools of all types 
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(poor, medium, good) would have most success with pupils from 'wholly 
favourable' homes; least success with those from 'wholly unfavourable' 
homes; and greater success with the children of educationally aware 
parents in poor circumstances than with those from merely comfortable 
homes. But obviously this pattern can only hold if the economic circum-
stances of educationally aware parents are not too severe. Even when poor 
conditions at home were associated with poor conditions at school, if 
parents' attitudes were 'favourable', they prevailed in producing a rate 
of success (19 per cent) higher than that of children attending the same 
schools from more prosperous but less ambitious or enlightened homes (13 per 
cent).23 
Material conditions in their homes do not, at a given social class, 
distinguish the successful from the unsuccessful candidate in the selection 
examination. At a given social level, the children who secure grammar school 
places are not those whose parents earn the highest income, nor those who 
enjoy superior standards of housing. On the other hand, differences in the 
size of the family, and in the education, attitudes and ambitious of parents 
are reflected in the examination performance of children in all classes. 
Since the abolition of fees in 1945, the number of working-class boys 
entering the grammar schools each year has been increasing fast. Neverthe-
less, the probability that a working-class boy will get to a grammar school 
is not strikingly different from what it was before 1945, and there are 
still marked differences in the chances which boys of different social 
origins have of obtaining a place. 
Since the war the tendency towards a longer school life has been very 
marked. The leaving age was raised to 15 in 1947 and to 16 in 1972. As 
many as 20 per cent of the children who entered grammar schools in 1947 
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stayed at school until after 18 years old, as compared with 15 per cent 
of those who entered in 1945.24 It is worth noting, however, that although 
the proportions of premature and early leavers are smaller than they were, 
the absolute number of leavers is considerably greater owing to the 
expansion of secondary education since 1944; the problem therefore remains 
acute both for the schools and from the point of view of the loss of quali-
fied manpower to the national economy. 
From a study of the grammar school intake of 1946 the Central Advisory 
Council concludes that about 5,000 boys and 5,000 girls had the capacity to 
take advanced sixth form courses, but they left school before doing so. 
"If all these boys and girls had completed advanced 
courses, the number of boys who in fact did so would 
have been increased by about half and the number of 
girls by about two-thirds." 
25 
It is worth noting that the proportion of premature and early leaving is 
higher among working class children than their fellows from middle and 
upper classes. 
Attitudes towards education varied amongst children as well as their 
parents. Of 317 boys in their third year of secondary education, two-thirds 
of the middle and working class boys having IQs of over 115, 62% of the 
middle class boys said that they would like to stay in school after they 
were sixteen if they were free to do as they wished, whereas only 45% of the 
working class boys expressed such a desire.26 As for the select minority 
who enter grammar schools, "It is well known that up to 60 per cent of them 
leave the grammar schools before they are 17.1,27 
The proportion of students entering universities from South West 
Hertfordshire, for example, was doubled and that from Middlesborough was 
trebled after the war. However, the proportion of boys working-class of 
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origin leaving with school certificates was barely changed in either areas; 
the gap which existed before the war in Middlesborough between the record 
of achievement in the school certificate examination of the sons of pro-
fessional and business parents and that of the sons of working class parents 
has been widened, whilst in South West Hertfordshire such a gap has ap-
peared for the first time.28 
Although traditional ways of life are found at all social levels, that 
found amongst manual workers seems most likely to restrict horizons, reduce 
the scope of experimentation and limit the chances for new experiences. 
The orientation of the English school is predominantly that of the middle 
class. To attain a great security of employment, a higher standard of 
living and to realise the values of achievement, individualism, rationality, 
honesty, and responsibility, a manual worker must climb the educational 
ladder, yet, as Owen pointed out, 
” ... his traditional way of life works against this 
through the way he is socialised and the close-knit 
network which protects him but also acts as a barrier 
to change." 
29 
As a reflection of their future, middle class families have generally 
tended where appropriate to defer present gratification in the interests 
of greater rewards later on; and the socialisation of their children has 
sought to secure the internalisation of this principle. Working class 
families, on the other hand, have traditionally and realistically had a 
present rather than a future time orientation, and the deferred gratification 
implication in the policies and attitudes of schools and teachers has 
therefore tended to be not merely unfamiliar but also unacceptable to many 
children whose early socialisation has taken place in a working class 
setting.30 
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Concerning language and the lack of generalising words in one's 
vocabulary, Basil Bernstein in 1958, 1959, has produced evidence for 
the existence of two speech codes, which involve not only words but also 
the way the words are organised. Bernstein's evidence seems to indicate 
that lower working class children have access only to a public language 
while others have access to both a public and a formal language (the 
result of an elaborated speech code).31 
Whereas a public language tends to limit curiosity by the use of a 
relatively few traditional, idiomatic phrases, a formal language is a more 
adequate vehicle for exploration and experimentation. 
It has become rather apparent that children of those higher social 
backgrounds enter the school with an advantage in verbal abilities and 
find themselves competing in a situation far more comfortable to them than 
to their peers of lower social backgrounds. 
It can be said that the working class children may experience school 
difficulties as a result if the school (as usually happens) is working on 
particular assumptions linked with contemporary middle class child-rearing 
arrangements. 
II. SOCIAL MOBILITY  
Social stability and social mobility are two sides of the coin of 
social placement because the two methods of recruitment to occupational 
positions are by direct inheritance of a position by the son and by movement 
into the position either from above or below. If this movement occurs within 
an individual's life span, it is referred to as 'intragenerational mobility', 
if it occurs within two or more generations, the term applied is 'inter-
generational mobility'. 
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Data collected in the late 1940s show similarities in intragenerational 
mobility for non-manual and manual workers taken as broad groups but vari-
ations amongst subdivisions of these groups; the professions were the most 
static with 80%32 of professionals having begun and remained at that level. 
The least stable group was unskilled workers of whom only 26%33 who started 
in unskilled work stayed in unskilled work. 
The measurement of mobility between generations is a very difficult 
task. From the late 1940s data, it can be seen that the proportion of 
sons of fathers with non-manual occupations who moved to manual work (49%) 
was higher than that of sons of fathers in manual occupations who moved to 
non-manual work(20%).34 These figures indicate that the downward mobility 
was higher than upward mobility in England and vice-versa in the USA. This 
finding has to be reconciled with many others which point to the conclusion 
that sons of non-manual fathers have greater chances of upward mobility 
and fewer chances of downward mobility than do sons of manual fathers. 
A national sample of some 10,000 adult men and women, selected so as 
to be representative of the different regions, of urban as against rural 
dwellers, was interviewed in 1949.35 When an analysis was made showing 
that the proportion who had remained in the same category as their fathers, 
the highest percentage (47%) was amongst routine non-manual and skilled 
manual work. 
Of 1,243 directors in British industry questioned by Copemen in 1955, 
51% were sons of businessmen, 22% sons of professional and administrative 
workers and only 8%36 originated from the lower middle and working classes. 
The general picture that emerged for Britain in the late 1940s and 
in the 1950s was of a society in which, in overall terms, there was a good 
deal of movement up and down the social scale, but where, nevertheless, 
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there were marked differences between the various social strata in the 
degree to which sons found themselves in jobs of similar social status to 
their fathers. Thus, looking at the top layers, it was still possible for 
fathers to buy for their sons the kind of education which would ensure 
that they did not fall down the ladder; or looking at the bottom layer, 
there was a very marked tendency for the sons of unskilled manual workers 
to fail to pull themselves up the ladder, and to stay in work of low status. 
Several possible explanations can be given to this stability: 
a) part of it may be artificial in that the youngest adult men in the data 
had not yet reached the peak of their careers in some cases, and so their 
experience could represent a slight underestimate of the true amount of 
their social mobility; b) though the educational chances of working-class 
boys undoubtedly showed some relative improvement over the period, they 
still remained low in absolute terms. Moreover, improved education by 
itself was often not enough to ensure upward mobility; sons born into the 
higher status classes still had the double premium of a good education plus 
a father well placed to help in many other ways; c) while educational 
opportunities were undoubtedly expanding, the educational requirement of 
high status jobs was also becoming more stringent, and to some extent this 
latter development neutralised the former so far as the chances of upward 
mobility were concerned; d) it has to be remembered also that the adult 
representative in this data had been educated before the benefits of the 
1944 Education Act were available. As will be shown shortly, a more recent 
enquiry does in fact show a significant increase in social mobility. 
The British situation can be brought up to date by looking at a few 
of the preliminary findings of an Oxford University study using a national 
adult sample of 1972 and designed to ensure comparability of data with the 
earlier 1949 enquiry. Both upward and downward mobility seem to have 
increased significantly in the intervening period. At the top of the 
social scale, the sons of fathers in professional and administrative 
occupations were evidently finding it a good deal more difficult to 
remain in the same socio-economic category as their fathers, than their 
predecessors of 20 years earlier had done. At the same time, the social 
origins of those in this top category had become a great deal more varied. 
Thus while in 1949, 47 per cent of the men in Class 1 had had fathers in 
that top category, in 1972 only 15 per cent37 of their counterparts had 
fathers in that top category. 
Britain can be categorised as having both high upward manual to non-
manual mobility and high downward non-manual to manual mobility, whereas 
the United States is characterised by high upward but low downward mobility. 
It is worth noting that Miller takes the view that, as an index of fluidity, 
downward mobility is more significant than upward. He said: 
"A society which is dropping sons born in advantaged 
strata out of these strata has more openness than one 
which brings up talented manual sons, but safeguards 
the privileges of the already advantaged." 
38 
By way of explanation of the greater downward mobility at the later 
by comparison with the earlier data, in the form of a larger proportion of 
sons of high status fathers failing to cling to high status positions 
themselves, a few relevant points can be made. First, both the number and 
the proportion of places in higher education and in the scarcer forms of 
secondary education which could be bought, were smaller at the later date. 
Second, the number of high status occupations, entry to which could be 
secured on a social status rather than a paper qualification basis has 
diminished. Third, competition, both for educational places and for entrance 
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to professions, had clearly become keener. For all these and other 
reasons, the ability to ensure that one's sons did not fall down the 
social ladder had shifted from being open to well-to-do fathers generally 
to only being available in the case of the really wealthy. 
Four major forces influence the chances of social mobility, these 
forces are: 
1. Technological change 
2. Demographic change 
3. Political change 
4. Educational change 
1. Technological Change  
Following the destruction of the Second World War, a number of Britain's 
industrial competitors concentrated on building up new capital equipment 
making use of the latest research and invention. In general, the degree 
to which the economy has altered and adapted itself to new conditions 
during the last few decades is none the less remarkable. 
By the outbreak of the First World War, British industry had certainly 
settled into a fossilised pattern from which adjustment was only begun 
during the inter-war period; the extent to which the process has been 
completed under the stimulus of the Second World War, technological de-
velopments and growing world trade can be seen from a comparison, made by 
Donaldson, between the present pattern of industrial output and that of the 
pre-1914 period. It was during this earlier period that Britain enjoyed 
the fruits of a head-start in the industrial revolution. He stated that: 
"About a third of world industrial exports then came 
from this country, of which some seventy per cent were 
coal, iron, and steel, or textile products. The 
- 214 - 
prosperity of the economy rested heavily on these 
three great staple industries, which employed a 
quarter of the labour force and produced nearly 
half of British industrial output." 
39 
Today, employment out of a much expanded labour force, has fallen 
substantially in the case of coal-mining and drastically in the textile 
industry. The other old staple, iron and steel, although relatively less 
important, has recovered under the stimulus of demand from the new 
industries which have since developed. Nearly a quarter40 of manufacturing 
workers are now employed in engineering, electrical goods, and shipbuilding 
industries, with their highly variegated output of products which fifty 
years ago were largely unheard of. 
A further 10 per cent41  find employment in the production of vehicles, 
which, in their greater homogeneity, have the only real claim to being a 
new staple industry. A simple comparison of the industrial pattern now 
with that of the earlier period is hampered by the breakdown of traditional 
classification of 'industries', which has resulted from the far reaching 
technological changes of the past few decades. The development of petro-
chemical products, synthetic fibres and plastics have all served to blur 
previous lines of demarcation. Cole stated that: 
"These developments bring the academic scientists much 
closer to industry: they make scientific research and 
the testing out of its results on a commercial scale 
essential links in the chain of efficient production 
in more and more industries, and they create the need, 
not only for many more scientists and higher technologists, 
but also for a host of trained persons to assist them 
both in the research station and in the factory." 
42 
Parallel with these changes in the occupational and output pattern of 
industry has been a reversal of its earlier geographical distribution. 
Location was originally heavily concentrated on the coalfields, and it was 
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the development of a new source of energy, electricity, which first 
released industries to locations closer to the final consumer markets - 
in particular London and the south-eastern areas. The ties to particular 
locations have since been loosened further by the immense expansion in the 
use of oil since 1938,43 the post-war development of nuclear energy, and 
the increased use of man-manufactured 'raw materials'. 
a) The Large-scale Production  
In the first period, the typical manufacturing firm was a fairly small 
business owned and managed by one or few men. Today, most of the goods in 
shops are manufactured by huge companies each employing thousands of workers 
and owned by a large number of shareholders. 
An obvious explanation for the growth of firms is that as the population 
increased and people became better off there was a rising demand for products 
of all kinds. The main reasons for the growth in the size of firms is that, 
in many industries, large firms are more efficient. They consequently 
produce more cheaply and can sell at a lower price. They give more opportuni-
ties for division of labour, the use of machinery, and other ways of 
increasing efficiency. This also enables more to be spent on research and 
technical progress. In these circumstances, as Marder pointed out, 
... small firms find themselves unable to compete with 
the giants. The small ones are either eliminated or 
swallowed up or they join together to become large 
themselves." 
44 
This has happened in modern industries such as motor vehicles and chemicals. 
During 1967-8 alone some 10 per cent of private industrial assets 
changed hands.45 The evidence suggests an increase in the pace of concen-
tration to the point where, in 1968, the fifty largest firms accounted for 
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no less than 42 per cent of the net output of the economy and 37 per cent 
of employment.46 
Nevertheless, in manufacturing, there are still many small factories 
or workshops to be seen. A report on small firms published in 1971 showed 
that a total of 11 million firms classed as small produced between them 
19 per cent of Britain's output and employed 29 per cent of the working 
population. The classification of small firms included manufacturers 
employing less than 200 and retailers with annual sales below E50,000.47 
A relatively few giant organisations produce the bulk of the nation's 
output and provide jobs for a majority of the population. Yet small firms 
still outnumber the large. This is illustrated in Table 5. 
TABLE 5: SIZE DISTRIBUTION OF MANUFACTURING ESTABLISHMENTS IN BRITAIN 
Size: number of 
employees 
Number of 
establishments 
% of total 
establishments 
% of total 
employment 
Under 25 59,000 64 7 
25-500 28,000 33 44 
500-2,000 2,400 3 28 
over 2,000 409 - 21 
Source: Marder, K.B. and Alderson, L.P., Economic Society, 
London, Oxford U.P., 1975, p.68 
b) The Reorganisation of Economy  
Control over economic resources may either be left in private hands 
under a system of private enterprise or it may be exercised by the state 
on behalf of the community as a whole. In the former case, the use made 
of resources depends on the mechanism of the market. In the latter case, 
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it is determined by central planning. In practice, most economies fall 
between these two extremes, involving elements from each, and this is the 
mixed economy. 
During the nineteenth and the beginning of the twentieth century, the 
economic resources had been dominated by the private sector. The public 
sector - including central and local government together with the nationalised 
industries - now accounts for nearly half the total spending on goods and 
services of all kinds.48 At the same time, there remains a substantial 
private sector of business where market forces continue to operate though 
influenced by the government through taxation and other policies. 
Several public enterprises were started by conservative governments 
between the two world wars, but most of Britain's large nationalised 
industries were created by Labour governments after the Second World War. 
The British Broadcasting Corporation was set up in 1926 to provide 
radio programmes. Its television service started in 1936. Independent 
television began in 195449 and is now under the Independent Broadcasting 
Authority. 
As for electricity, the national grid for distribution of electricity 
from the power stations has been built up since 1926. Nationalisation was 
extended to the power stations in 1947.50 Current is now supplied by 
electricity boards and the central electricity generating board. 
London Transport was brought under public ownership in 1933. Railways 
and road-haulage contractors throughout the country were nationalised in 
1947,51 
 but road haulage was mostly restored to private ownership after 
1953. Railways are now run by the British Railways Board. Since the 
Transport Act of 1968, there has also been a National Freight Corporation to 
coordinate road and rail freight services, and a National Bus Company 
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operates nationalised bus services mainly in country areas. 
Civil aviation has been nationalised since 1946. Britain's airlines 
were divided between two corporations - the British Overseas Airways 
Corporation and British European Airways - now under the control of the 
British Airways Board. However, a few private companies still exist. 
The Bank of England was nationalised in 1946. It had previously been 
owned by private shareholders. Coal mining was placed under the National 
Coal Board by the Nationalisation Act of 1946. Gas was nationalised in 
194852 when the industry was placed under a central gas council, and other 
gas area boards. 
Iron and steel were first nationalised by an Act of 1949. The industry 
was denationalised in 1953 and then renationalised under the present British 
Steel Corporation in 1969.53 
The Post Office is one of the oldest examples of public enterprise. 
Since 1969 its management has been reorganised under the Post Office Board.54 
The main reason for nationalising an industry is to enable the government 
to control it in the interests of the public. The main objection to 
nationalisation is that it loses the urge for efficiency claimed on behalf 
of private enterprise. Whether this problem has been solved in Britain is 
open to argument, but the attempt to solve it has led to the development of 
a particular form of organisation for nationalised industries. This is the 
public corporation. 
A public corporation is the structure adopted for Britain's nationalised 
industries. Its essential feature is that the management of the industry is 
in the hands of a small board appointed by the government and under a limited 
degree of government control. This limited degree over public corporations 
is exercised by government ministers, by Parliament and by consumers them- 
selves.55 
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Members of Parliament can question the Minister on the policies of 
nationalised industry, though questions are not normally allowed on details 
of management. Ministers and MPs are supposed to represent the interests 
of the public. Public corporations may also be influenced by the views 
of ordinary people expressed through newspapers, radio and television. 
c) Progress in Agriculture  
During the 1950s the volume of net agricultural output increased by 
rather more than one-third.56 This has been achieved largely through 
widespread improvements in technology resulting in marked increases of 
efficiency in crop and animal production. Cereal yields, for example, have 
increased by one-third as a result of better varieties, the development of 
chemical control of pests, diseases and weeds and improved husbandry. 
These developments in combination with the mechanisation of agriculture 
have resulted in an annual growth in labour productivity of about 4 per cent 
in 1954-60 and about 6 per cent in 1960-64,57 and above 6 per cent afterwards. 
The rate of increase in labour productivity in agriculture is much higher 
than the average improvement in manufacturing industries and double the 
rate of improvement in the economy as a whole. 
In the mid-1960s agriculture produced about 3.5 per cent of the gross 
domestic product and employed a similar percentage of the working population.58 
In 1974, it produced less than 2.5% of the gross domestic product, and 
employed only 3%59 of the working population. However, about half the 
requirements of food and feeding stuffs are still imported from abroad. 
What are the implications of the technological changes that have taken 
place in industry and agriculture after the Second World War? The answer to 
such a question will be outlined in Chapter 6. 
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d) Economic Growth  
During the Second World War, the national income rose sharply, but 
this increase contributed little to the welfare of the people, due to the 
use of an excessive part of the resources and production for military 
purposes. 
National income in 1974 was something over six times as large as in 
194560 - not, of course, that this meant that people were six times better 
off. It should be taken into consideration that a very large rise in 
prices had taken place and that the population among which the national 
income was shared had increased by about 10 per cent. However, bearing in 
mind both facts, it is undeniable that real national income per head in 
1974 was almost double what it had been just after the war.61 There is no 
doubt, therefore, that the standard of living of the majority has substantial-
ly increased. 
Britain's rate of economic growth in the 1960s and 1970s averaged about 
3 per cent a year. This is considerably less than most other industrial 
countries such as USA, Germany, France, and Japan.62 Britain's slow growth 
compared with that of other advanced industrial countries could be attribut-
able to two main factors: the capital and investment factors, and the human 
factors. 
Since a country's productive capacity can be increased by adding to and 
modernising its capital (factories, machines, etc.) the proportion of 
national resources devoted to capital accumulation or investment is obviously 
important to growth. In this respect, Britain has noticeably lagged behind 
many of its rivals. For instance, between 1967 and 1971 the proportion of 
domestic output devoted to investment was 35 per cent in Japan, 26 per cent 
63 in France, 25 per cent in Germany and only 21 per cent in Britain. 
	
The 
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result is that some areas of industry fail to make use of the possible 
advances in technology or do so too slowly. 
There are so many influences that cannot be calculated. For example, 
how can one measure the effect of the educational system on the efficiency 
and productivity of labour? The application of technology depends to a 
very large extent upon engineering. The Fielden Committee reported in 1963 
that, 
many of the weaknesses of British industries and 
their failure adequately to meet foreign competition 
can be attributed to a shortage of engineers and to 
insufficient attention to the importance of engineering 
design." 
64 
There is evidence that the engineering professions generally, and 
design activity particularly, are failing to attract a sufficient share of 
the ablest school leavers and university graduates. An industrial inquiry 
revealed in the 1960s, the rapidly growing demand for skills of many types 
and the danger that growth will be held back by shortage of these skills.
65 
Marder in 1975 added some other human factors, and remarked that: 
"Britain's slow growth rate is often blamed on human 
factors including the attitudes of trade unions and 
workers, or, alternatively, inefficiency and lack of 
initiative on the part of managements." 
66 
2. Demographic Change  
Since people are both consumers and producers, population has a double 
significance for economists. Changes in the size and composition of the 
population therefore have important economic and social effects. Natural 
increase or decrease of population is the balance between births and deaths. 
Migration is the balance between immigration and emigration. These bases 
should be borne in mind. 
- 222 - 
Britain's death rate has remained fairly steady at about 12 per 
thousand since the Second World War. The birth rate rose rapidly during 
the war, reaching a peak (20.7) in 1947. The trend was downward between 
1947 and 1955 (14.4). It rose steadily until 1964 (18.7), but then resumed 
its decline and reached 16 per thousand in 1971, and this has continued into 
the 1970s. See Table 6. 
TABLE 6: UNITED KINGDOM POPULATION TRENDS 
Year 	 Birth Rate 	 Death Rate 	 Rate of 
	
Total Population in 
Increase 	 millions 
1931 	 16 
1947 	 20.7 
1951 	 16 
1955 	 15.4 
1964 	 18.7 
1971 	 16 
13 	 3 	 46.0 
13 	 3 	 50.0 
12 	 4 	 55.6 
Source: Extract from Hagenbuch, W., Social Economics, Cambridge 
Economic Handbooks, Cambridge, Nisbet & Co.Ltd., 1965, 
Table 1, and Marder, K.B., et al., op.cit., p.21 
The trend of the birth rate suggests the possibility that Britain's 
population might cease to expand and even begin to decline at some time in 
the future. The consequence of such a decline should be considered. 
Migration affects the size of the population through the balance between 
immigration and emigration. In Britain there has been an excess of 
emigration,67 but migration in general has only been a minor influence on 
the total numbers. The flow of Commonwealth immigrants into Britain, which 
began in the late 1950s, was soon checked by the adoption of strict 
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immigration controls. However, immigration has played an important part 
in the development of the USA. 
In the 1960s, immigration into Britain from the Commonwealth countries 
was largely due to the attraction of a higher standard of living. The 
question of immigration controls has risen again since 1976 under pressure 
of the increasing rate of unemployment. 
The so-called 'brain drain' of British scientists and doctors to the 
United States, especially in the 1960s, and to Canada, Australia, and 
Holland in the 1970s, is explained by the attraction of higher salaries, 
lower taxation, and superior facilities for work. This trend has two 
unfavourable consequences: it reduces the number of most needed people, 
"and it lowers the proportion of the working to the dependent population."68 
a) Age and Sex Distribution  
A useful classification of the population is into three broad age 
groups - those below school-leaving age, the working age group, and those 
above retirement age. The main dividing lines between these groups, in the 
United Kingdom, are the minimum school-leaving age of 16 and the retirement 
age of 65 for men. 
Since Britain's population growth is chiefly due to a falling death 
rate, with people living longer, the largest increase has been in the group 
above retirement age. Its proportion of the total population has more than 
doubled since the beginning of this century.69 
Both pensioners and children are dependent on the working population 
to supply the products they consume. While the children group in the UK 
in 1960 was lower (22.63%) than its correspondent in the USA (27.16%), and 
about half of its correspondent in Egypt (42.22%), the retirement group in 
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the UK was higher than both countries (10.83 in the UK, 8.18 in USA, 3.48% 
in Egypt).70  
As long as the birth rate was declining in the 1950s, there was a 
falling proportion of dependent children to offset the increase in the 
retired group. Thus, the proportion of working to dependent people did 
not alter substantially. But with a somewhat higher birth rate in the 
1960s, the proportion of children as well as pensioners, has increased and 
the working age group has correspondingly decreased. Thus, the percentage 
of population between 15 and 65 fell from 63.8 in 1951 to 59.7 in 1971.71 
The raising of the school-leaving age to 15 in 1947, and to 16 in 1972, 
must also further reduce the working age group. However, this age group is 
now expected to rise as a proportion of the total population during the 
last part of this century. This is because, with the birth rate now falling, 
there will be a decline in the below-working-age group. 
Women outnumber men in Britain's population because they live longer 
on average72 and also fewer were killed in the two world wars. However, 
male births have exceeded female births over a number of years and males 
are conseuqently more numerous in all age groups up to about 45. If the 
present sex ratio of births continues, men will eventually outnumber women 
in the population as a whole. Nevertheless, women will remain in a majority 
among the very old as long as their average expectation of life exceeds that 
of men. 
As well as influencing the birth rate, sex distribution also affects 
the economy through the labour supply. Since women retire earlier than men 
and fewer are generally at work, a country with a relatively large number of 
women is likely to have a smaller working population. In Britain today, as 
the proportion of men rises, one can expect the benefits of a larger working 
73 population. 
- 225 - 
b) The Working Population  
The working population of a country consists of all its inhabitants 
who are either at work or offer themselves as available for work. Out of 
a total United Kingdom population of 55 million in 1971, there were 
33 million in the working age group and a working population of 25 million.74 
For the purpose of looking at its industrial distribution, the working 
population is conveniently classified into three main groups - primary, 
secondary, and tertiary industries. 
The primary industries are generally concerned with obtaining food or 
raw materials. They consist of agriculture, forestry, and fishing, together 
with mining and quarrying. An outstanding feature of industrial distribution 
in the UK is the small percentage of workers in the primary industries, see 
Table 7. The proportion of the working population employed in these 
industries has fallen almost continuously since the beginning of this 
century. The decline is explained by the contraction of employment in 
agriculture and coal mining, the two main industries in this group. 
TABLE 7: DISTRIBUTION OF EMPLOYMENT IN U.K. 
Type 	 % in 1961 	 % in 1972 
Primary 6 4 
Secondary (manufacturing and 
construction) 46 41 
Tertiary (services and 
public utilities) 48 55 
Source: Marder, K.B., et al., op.cit., p.31 
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The diminishing role of agriculture in the British economy reflects 
the trend towards industrialisation over a long period of history. The 
number of farm workers has also fallen in the twentieth century because 
of difficulties facing the industry through foreign competition. Though 
British farmers have received substantial assistance from the government 
since the Second World War, the number employed in the industry has continued 
to fall, rural workers being attracted by the higher wages and better 
conditions to be found in towns. Agricultural production has in fact 
increased in recent years, but this has been achieved by mechanisation and 
higher productivity per worker. 
Coal mining has declined because of competition from other sources of 
energy such as electricity and oil. Britain's coal production has been 
falling since the 1950s, and the industry has drastically reduced the size 
of its labour force.75 Because of the oil crisis in 1973, coal was again 
in demand and the decline in manpower was likely to be checked. However, 
the rapid increase of oil production from the North Sea in 1976-77 makes 
the continuous falling of coal production and its workers possible. 
The secondary industries cover the whole range of manufacturing and 
also building and construction. Although there has been a reduction in 
the percentage of the total working population engaged in manufacturing 
in recent years, see Table 7, the large number employed in this group re-
flects the importance of manufacturing in the highly industrialised British 
economy. But considerable changes have taken place in the composition of 
the group since the beginning of this century. In particular, the old basic 
industries such as textiles and shipbuilding have declined in importance as 
employers of labour compared with the modern technological or science-based 
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industries such as motor vehicles, engineering and chemicals. 
Concerning the labour force required for these industries, forecasts 
showed in 1965 that demand for administrative, technical and clerical 
staff was expected to grow slowly. The demand for highly qualified manpower 
such as scientists, technologists, and technicians was expected to increase 
four times as fast as the administrative, technical and clerical group as a 
whole. The demand for skilled operatives was growing as well.76 
Industrial inquiry made at mid-1960s suggested that: 
... there will be increasing demands for certain types 
of qualified engineers (especially electrical and 
electronic and those concerned with production problems); 
mathematicians; chemists and physicists; technicians; 
work study engineers ... and computer programmers in 
general; instrument mechanics, and electrical and 
electronics craftsmen." 
77 
The forecast shortages of skilled and qualified manpower emphasise 
the need to raise the quality of the labour force through improved provision 
for education and training. Here the question is, did the educational  
system develop in such a way in response to this need? Or, did the curri-
culum change to meet this need? The answer to such a question will be 
found in Chapter 6. 
As for tertiary industries, perhaps the most striking fact revealed 
by the figures of industrial distribution is the importance of this group 
in the economy today. Services have been the most rapidly expanding part 
of the economy and now employ more workers than there are in manufacturing. 
There has been a substantial growth in numbers of nearly every category in 
this group. A notable exception is in the number of domestic servants, a 
category which once provided the main opportunities of employment for 
working women. 
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In general, the growth of the service industries is a reflection of 
the development of society. The growth of the welfare state and the edu-
cational system has meant an expanding demand for doctors, nurses, social 
workers and teachers. State intervention in the economic and social life 
of the counrty has likewise resulted in an expanding number of civil servants 
and local government employees. The numbers engaged in banking, insurance, 
accountancy, law and other professions have multiplied with the growth of 
business and trade. At the same time, rising standards of living have been 
accompanied by an expanding demand for services concerned with such things 
as entertainment, travel, and catering. 
3. Political Change  
In respect to political change, three main changes which have become 
apparent since the Second World War will be analysed. They are: the 
change of international powers, the change of balance in parliamentary 
membership of the two major British political parties, and inconsistencies 
between domestic and foreign policy. 
Since the Second World War Britain has gradually lost her colonies in 
the world. 
"The emancipation of former subject nations and the 
rise of competitive industry abroad, together with 
shifts in the seat of technological initiative and 
military power, made Britain seem for a while to be 
in the position of a retired warrior whose vocation 
and savings had gone." 
78 
Consequently, under these difficulties, the United States since the war 
has exercised the role of leadership in world affairs that Britain and 
France previously played. 
By losing her colonies in the world, Britain has lost in turn a great 
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deal of raw materials, investments and markets. A relatively growing 
distancing has been recognised between Britain and the USA, Japan, and 
Western Europe in general.79 Under all these pressures Britain had to 
communicate and co-operate with her European neighbours. Her final 
abandonment of an attitude of isolation came when the election results 
brought her into the European Common Market in 1975. 
The inclusion of Britain into the European Community emphasises 
different kinds of learning including a more competent study of foreign 
languages. King pointed out that: 
"It became clear that a much higher proportion of the 
population was going to need a 'Secondary education' 
... [and] a widespread and continuous commitment to 
technological and commercial retraining, and a far 
greater reckoning together of all needs and all re-
sources." 
80 
The implications of these changes for the curriculum will be analysed in 
Chapter 6. 
Before the Second World War the government had been most of the time 
in the hands of the Conservative Party, which held a clear preponderance over 
other parties. During wartime, it had been for five years in the hands of 
a Coalition with a Conservative Prime Minister, but with the leading members 
of the Labour Party occupying the key economic positions in home affairs.81 
After that, for six years it was in the hands of its principal rival - the 
Labour Party. Ever since, the situation has reversed and the Labour Party 
has a clear preponderance over other parties. 
The social composition of parliament has changed.82 The Parliament of 
1918, elected after the enfranchisement of the older women; the Parliament 
of 1935, which seemed the most suitable after the franchise had been extended 
to women on the same terms as men; and so did the Parliament of 1950.83 
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Representation of the hereditarily titled class, country gentlemen, 
bankers, and upper class professionals, in the House of Commons fell 
almost continuously, 
"and had its most dramatic decline between 1935 and 
1950. The number of military and naval officers 
fluctuated considerably; but it too fell off 
sharply in 1950." 
84 
The other professions together with scientists and technologists have 
come to contribute a large quota to both the main party groups. 
This change of composition of parliament has always been in favour of 
the Labour Party. Thus, it came to power immediately after the war with 
support from all sections of society as well as from organised labour and 
the co-operative movement.85 The party asserted in its programme, from the 
beginning, the importance of domestic reform in general and of education 
and health services in particular. 
Changed world conditions after the war, and the balance between the 
two major political parties have made the pursuit of consistent policies in 
Britain a difficult task. This was made worse during the 1950s and 1960s, 
by the apparent inconsistencies between domestic and foreign policy.86 
Successive governments have increasingly been allowed public opinion to 
participate in domestic policy. As for foreign policy, Holmes indicates 
that: 
"Until relatively recently the executive has reserved 
the right to pursue foreign policy in comparative 
independence of public opinion ... the freedom of the 
Crown and government in foreign policy was not radical-
ly affected until the Labour Party became powerful." 
87 
In domestic policy, after the war labour unions demanded reduced hours 
of work, higher wages, and increased social benefits without committing 
themselves to higher productivity. Britain's economic difficulties vitally 
affected her ability to have an independent foreign policy. At the same 
time there was a disagreement about "the economic necessity of maintaining 
Britain's imperial lines of communication and about the contribution of 
the empire to her economy." 88 
The inconsistency between domestic and foreign policies, and the 
lack of national unity about the economic policy have created a demand on 
secondary schools in general and on their curricula in particular. This 
demand is how "to wean a population generally away from conceptions of 
personal and national interest more appropriate to a previous epoch." 
And how to enable them to participate actively in foreign as well as in 
domestic policy? 
4. Educational Change  
a) Administration  
Locke was the only one of the great philosophers of the eighteenth 
century whose ideas on education formed the basis for the philosophy of 
education of the period of enlightenment. As far as the educational control 
was concerned, 
"Locke's repugnance of state intervantion was accepted 
only in England; on the Continent, as well as in 
Scotland and Ireland, state control of education was 
acknowledged as a necessary means of liberating the 
individual citizen from dogmatic indoctrination by 
the Church." 
89 
The survival of ancient foundation schools with the tradition of 
independence has had its effect upon the outlook of the English teaching 
profession, and has assisted it in resisting centralising and authoritarian 
tendencies among administrators and teachers.90 It is commonly stated that 
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the English educational system is based, to a large extent, upon the 
freedom of the individual school and teacher. This arises from the fact 
that power in this system is widely distributed, and it is this which 
ensures a high degree of freedom for the individual teacher. 
Accepting Holmes's argument, three levels of control should be 
distinguished: the public interest, the managerial, and the technical. 
Each level is identified by the roles practised by its members. The public 
interest roles are practised by a group of elected and appointed individuals 
serving on Committees, boards, or in institutions. The managerial roles are 
played by administrators and inspectors, and the technical roles are played 
by teachers.91 
At the public interest level most aspects of educational policy are 
debated and formulated. The Minister of Education is the highest position 
in this level. He has the responsibility before the national assembly. 
Parliamentary debate "is often about general principles rather than local 
issues."92 Parents' and pupils' demands, in general, find their expression 
rather indirectly at this level. The socio-political and educational needs 
are generally expressed through the advisory council, and advisory reports 
such as the Hadon report in 1926, the Spens report in 1938, and the Norwood 
report in 1943. 
The 1944 Education Act was a logical result of the former reports. 
This Act, which was essentially a coalition act, to which all the main 
parties assented, lays down the organisation of education in distinct and 
progressive stages. The Act makes it the duty of the Minister to promote 
public education and to secure its effective execution by local authorities 
under his control and direction. The local authorities are responsible for 
the provision of facilities in their areas and have to submit to the Minister 
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for approval their development plans.93 It says, for example, that it 
is the duty of local education authorities to provide education for all 
children in accordance with their ability and aptitude and that they should 
organise this education in distinct stages, primary and secondary. But it 
does not say how the appropriate form of education is to be provided. It 
says nothing about what types of secondary school should be provided, nor 
how they should be organised. But this opened the door for some local edu-
cation authorities to think of comprehensive schools. 
The local authorities, then, are the main policy-makers in matters 
beyond those of the broadest issues. The composition of the local councils 
reflects national trends. National policy, therefore, tends to be debated 
at the local level. However, the majority of local councils may represent 
the opposition party in Parliament. This case exists now; since the 
government is Labour, but the majority of the local councils were won by 
the Conservative Party in the second half of 1977. The 1944 Act did not 
modify the principle by which the Ministry of Education employs the teachers, 
lays down no syllabus, and prescribes no books.94 Most of these have been 
done by the local and school authorities. However, 
... there is a national salary scale for teachers in 
publicly maintained schools, there are national 
entrance requirements to training colleges, and the 
status of qualified teachers is a national award." 
95 
The Ministry, however, exercises a vast and far-reaching influence 
over the schools through Her Majesty's Inspectors. The uniform minimum 
standards are, to some extent, maintained by those inspectors. They are 
usually more concerned with the academic affairs, and more closely in touch 
with the schools and teachers (technical level) than national level. Most of 
these inspectors are university graduates, trained in classics or arts at 
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either Oxford or Cambridge.96 At this managerial level, the national 
and local inspectors provide 
... methods of describing and assessing the system and 
the institutions within it, the evidence they gather 
contributes to the support and development of schools 
and teachers, and points to any remedial action if a 
school is consistently less than satisfactory." 
97 
Inspectors have no control over the curriculum. This is the responsibility 
of the headmaster, although he is bound rather closely by university 
entrance requirements. "The principle is that inspectors should do no 
more than advise teachers and headmasters."98 
At present, the Ministry of Education, on the line with Labour ideology, 
is trying to gain more control, especially over the area of curriculum. The 
Secretary of State in 1977 stated that: 
"It would not be compatible with the duty of Secretaries 
of State to 'promote the education of the people of 
England and Wales', or with their accountability to 
Parliament, to abdicate from leadership on educational 
issues which have become a matter of lively public 
concern. The Secretaries of State will therefore seek 
to establish a broad agreement with their partners in 
the education service on a framework for the curriculum, 
and, particularly, on whether, because there are aims 
common to all schools and to all pupils at certain 
stages, there should be a 'core' or 'protected' part." 
99 
Coming back to the technical level, decisions about the general policy 
in a school have traditionally been regarded as the responsibility of the 
head of the school and the head-teachers. In making these decisions, they 
have always been subject to important economic, social and professional 
pressures. It has been regarded as an important part of their job that 
they in co-operation with teachers should assess what qualities, skills, 
areas of knowledge, etc. the pupils in their schools should acquire, and they 
have been expected to do this on the basis of their own knowledge and experi- 
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ences of children of the society and of the traditional values of their 
culture. 
In some countries like Egypt, political influence on education is 
quite direct and decisions about curriculum content, methods and even 
balance of subjects and allocation of time are made centrally, leaving 
individual schools very little discretion. Proposals for the introduction 
of such control in some areas of curriculum in England and Wales are 
currently being made. 
Finance too is a crucial factor. The way in which the money allocated 
to a school is spent is a matter for the government, and the granting of 
additional money for specific projects is a way for controlling the curri-
culum content. Since the war, the financial support for education has 
increased from the national government. Thus, over the years, there has 
been a growth in power of central authorities. This has been in part 
because of the increased cost of educational facilities and the diminishing 
ability of local authorities to meet the rising cost of education.100  
"When a large proportion of the total cost of education 
is raised through national taxation considerable power 
rests in the hands of the public interest group and 
with the top levels of the managerial group." 
101 
One of the main sources of direct influence on curriculum of the 
secondary school is the academic influence. There are several aspects to 
this. First, universities and higher institutions are exercising a great 
deal of control over what is taught, especially in grammar school, through 
the entry requirements they set for admission to their courses. However, 
it would be a great mistake for curriculum planners to ignore the needs of 
those who wish to leave at age 16. The second aspect of this influence is 
felt most obviously through the control exercised by the universities over 
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the content of examination syllabuses. "Indeed, it is the public 
examination which is recognised by all teachers as the most obvious 
source of external control over the curriculum."102 The third aspect is 
that what is done in schools depends very much on what the teachers have 
been prepared for by their initial courses of education, so that the kind 
of course offered by the institutions of teacher education has always had 
an impact on curriculum development. In addition to that, the teachers 
themselves of course have exercised a great deal of control over the curri-
culum through their involvement in the planning and construction of it. 
The influence exercised by public examination syllabuses on the 
secondary school curriculum highlight the close interrelationship of 
examination and curriculum and the need for the planning of both to be 
done together. This in turn would suggest that it is important that teachers 
should be more closely involved in the planning and conduct of public exami-
nations. 
The traditional and long established means for assessing the performance 
of the educational system as a whole rests with Her Majesty's Inspectorate 
and, more recently, with local education authority advisory services. They 
provide developed methods of describing and assessing the system and the 
institutions within it. The evidence they collect contributes to the de-
velopment of schools and teachers, and points to any remedial action if a 
school performance is less than satisfactory. It is the function of the 
local educational authorities to decide how to apply the results of 
inspections by local inspections. In contrast, the conclusions reached by 
H.M.Inspectorate must be capable of being related nationally to the edu-
cational system. 
As for the local educational authorities, it is an essential part of 
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their responsibility for educational standards that they must be able 
to identify schools which consistently perform poorly, so that appropriate 
remedial action can be taken. Such assessment depends partly on the 
results of the examinations, and on a detailed knowledge of the circum-
stances of the schools by the authorities' inspectors and advisors. Such 
self-assessment may be undertaken by the schools themselves. The scope 
here is for the authorities to try to achieve a greater degree of uniformity 
in their approach to the assessment of schools. 
In more specific terms, examinations may be internal, conducted by 
the pupils' own school and teachers as in the 11+ examinations and in the 
periodic internal school examination; external, conducted by an outside 
examining board, as in the General Certificate of Education (GCE); or 
internal, with external moderation, allowing the examinations to be set 
and marked internally but the results being moderated by external assessors. 
The latter procedure has been introduced into sixth-form secondary school 
examinations, especially the Certificate of Secondary Education (CSE). 
b) Selective System 
Since 1902 three clearly distinguishable types of post-primary edu-
cation have developed in England and Wales: the recognised secondary 
schools (which were all grammar schools), the group of quasi-vocational 
schools generally known as Junior Technical Schools, and the various kinds 
of Senior Elementary Schools. The reorganisation of post-primary education 
recommended by the Hadow Report in 1927, which required a complete break for 
all pupils over the age of eleven plus. This report reflected the Labour 
Party's belief that education should be tiered, with the primary stage being 
replaced at eleven by the secondary stage, and the secondary stage at a later 
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date by a further stage of education. The reorganisation of secondary 
education recommended by this report began and proceeded steadily throughout 
the 1930s. By 1938, 63.5 per cent of pupils aged eleven or over were in 
reorganised schools.103 
So the grammar schools were those which had previously been officially 
recognised secondary schools. The secondary technical schools comprised the 
schools previously known as junior technical, junior art, and junior 
commercial schools. The secondary modern schools were the promoted 
elementary schools. 
The Committee of the Spens Report in 1938 discussed the desirability 
of establishing multilateral schools, large institutions with the three 
types of school brought together on the same campus, but rejected them as 
running contrary to the English tradition of small schools. The committee 
argued that a careful study led them to believe that the schools "ceased 
to correspond with the actual structure of modern society and with the 
economic facts of the situation."104 However, the Committee strongly 
advocated the tripartite system of grammar, technical, and modern schools. 
The Norwood Report in 1943 argued that there were three types of pupils 
ideally suited for these three types of education and accepted the idea of 
a tripartite organisation of secondary education: grammar, technical, and 
modern schools.105 The 1944 Education Act did not change the tripartite 
system, however, it made a period of full-time secondary education compulsory 
for all children. By raising the leaving age from 14 to 15 (with provision 
for a later raising to 16) it ensured that the period of secondary education 
should not be less than three years, and by permitting the education of 
'senior pupils' to continue until the nineteenth birthday made it possible 
for any pupil to stay in a secondary school for seven years, or even rather 
more. 
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The Act also gave the local authorities the obligation to secure the 
provision of different kinds of secondary education. It gave them also 
the right to devise means of discovering what particular kinds of secondary 
education children seem most suited for. This obligation has not been 
removed by the reorganisation of secondary education on comprehensive 
lines. From 1945 onwards the selection machinery was adopted to serve as 
the means of allocating pupils to appropriate secondary schools. 
But, most unhappily, for many years these three types of school have 
been accorded very different degrees of esteem. The grammar school has 
easily stood highest, as the gateway giving access to professional and 
executive ranks in employment. The technical school has been regarded as 
a 'second-best' for those who failed to join the grammar school. The 
modern schools have been devoted to the academically less able pupils. 
The result has been, as Dent pointed out that "the educational implications 
were inextricably entangled with the social and economic implications."106 
c) The Effects of Selection  
This selective system has taken care of training statesmen, diplomats, 
and administrators. Not surprising that most of these men admitted to the 
usefulness of retaining such a highly selective system of secondary edu-
cation. The political leaders, the party leaders, and the members of the 
House of Commons are still heavily representative of the public/grammar 
schools, the publicly financed academic schools.107 Outside observers were 
sometimes puzzled to find these schools called 'public', when they were in 
fact for the children of the upper business and professional classes, es-
pecially for those who were intended to enter a profession requiring higher 
education. Holmes, in 1965, pointed out that, 
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"the system restricts entry into positions of 
leadership no less than it reduces occupational 
choice and provides a criterion of social class." 
108 
With respect to the equality of educational opportunity, the gap is 
still wide between the top and the bottom of the social scale. An attempt 
was made to follow through life all babies born in a week in Britain in 
1946, and it was found that even as early as when these children got to 
primary school, the gap in attainment between the two groups had begun to 
widen. A later follow-up of these children suggested that this trend 
continued also into secondary schooling.109 
In 1973, the General Household Survey came up with the finding that 
59 per cent of all grammar school pupils came from the three white collar 
social groups.110 And so the trend continues from primary school to 
secondary school and then to higher education. The survey has again 
commenced on the "greater propensity for students from non-manual backgrounds 
to stay on at school and go to college."111 The result of these barriers is 
that many people live in socially separate communities with different life-
styles, culture and aspirations. 
In order to create a classless society, it is not enough to see that 
opportunity goes to those who have the wit and the will to use it well. A 
study made in 1969 suggested that, while 63 per cent of the manual working 
couples wished for grammar school education for their children, only 9 per 
cent of these children were actually attending grammar schools. But a 
control group of white collar workers, 77 per cent of the parents expressed 
a preference for grammar schools and 33 per cent of their children had 
achieved this. 112 
In a selective system like that in England a student's conception of 
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his own success will be limited by the type of schooling that he is 
selected for. Students who are selected to grammar schools develop 
occupational aims in line with their educational status, "whilst children 
who are allocated to secondary modern schools rarely think of themselves 
as being capable of doing anything other than manual work."113 
There is evidence of the relationship between levels of aspiration 
and type of school attended. An investigation made in 1960 showed that, 
"even with IQ held constant, children in grammar 
schools were more ambitious than their counterparts 
at secondary modern schools, thus proving that edu-
cational discrimination rather than natural 
differences in ability is the factor that determines 
the level at which a young person's ambitions settle." 
114 
By this arbitrary selection, pupils with similar abilities and attitudes 
may be allocated to different types of secondary schools depending upon 
their luck and their social background. 
This system has also been criticised as a contributor in slowing down 
the economic growth rate, productivity, or as preventing the effective and 
rapid introduction of new scientific techniques. For example, in 1965 
Holmes pointed out that: 
"Many of the basic issues in political and economic 
affairs have been complicated by an educational 
system which tended to maintain traditional social 
values. Labour was suspicious, management often 
unimaginative, yet the country's need for greater 
productivity demanded a far greater measure of co-
operation than occurred." 
115 
In 1973, Lawton pointed out that: 
"On purely economic grounds, there have been good 
reasons for the structural changes and ... curricular 
changes in the educational system. It is, at least, 
possible that the rate of technological change has 
been delayed to some extent by the slow rate of 
adjustment of the educational system." 
116 
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According to Roberts's argument, "the economic system has little 
direct influence upon education bu that its influence is mainly through 
other institutions,"117 particularly the political institutions and the 
social classes and the ideologies associated with them. He asserted that 
"these mediating processes may not only obstruct but also distort the 
demands of the economy".118 The result is the educational system failing 
to respond adequately to the economic requirements. What is the role of 
curriculum process in this? The explanation will be found in the next 
chapter. 
d) The Reorganisation of Secondary Education  
After the Second World War, the demand for education grew under the 
impetus of both arguments; education as a human right, and education as a 
form of investment for economic growth.119 The educational policy of the 
Labour Party has been based on human rights, social justice, and equality 
of educational opportunity. According to this policy, the party advocated 
the breaking down of distinction between elementary and secondary education. 
The party also condemned the selection at 11+ as being socially unjust. 
Conservative policy has, consciously or unconsciously, been based on 
the Platonic view that there are three types of children to suit three 
types of schools and three types of curricula. This policy was advocated 
by both the Spens Report in 1938 and the Norwood Report in 1943.120 The 
Conservative policy intended to increase the pool of talent by gearing the 
schools rather closely to the occupational needs. This policy has been 
supported by strong tradition that children should be educated according 
to their parents' wishes. 
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In line with the Labour Party policy, 
"the socio-political reformers demanded 'secondary 
education for all'. Progressive educationists agreed 
that secondary education as a human right should be 
made freely available and stressed the interests of 
each individual child in their desire to introduce 
more active methods of teaching and learning." 
121 
The socio-economic and educational reformers attacked the academic 
secondary schools and the attitudes and beliefs attached to them, and 
also the methods in which they were run.122 The aim of course was to 
change or reorganise secondary education. 
The 1944 Education Act abolished elementary schools and added the 
comprehensive schools and thus classified post-primary schools as grammar, 
technical, modern and comprehensive schools.123 After the war, however, 
the demand for grammar school places was as before. The parents who had 
their education at grammar schools were aware of the economic and social 
advantages of these schools, thus they wanted to educate their children at 
these schools. Despite the economic undesirability of white-collar jobs, 
and the shortage of technicians, engineers and skilled workers, these 
schools after the war still retained considerable social prestige. 
In the Newsom Report of 1963, there was a slight ideological shift, 
moving away from elitist notions to ideas of social justice and equality. 
A brief statement about the general aim of the report is contained in its 
introduction: 
"We are concerned that the young people whose education 
we have been considering should receive a greater 
share of the educational resources devoted to edu- 
cation than they have in the past." 
124 
A few years later the Plowden Report took this point even further in its 
discussion of 'educational priority areas' and 'positive discrimination'. 
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But the shift was at the level of structure rather than curriculum. 
The comprehensive school was officially defined in 1947 as a 
secondary school "intended to provide for all the secondary education 
of all the children in a given area without an organisation in three 
sides."125 Few schools have been completely introduced in the terms of 
this definition. Many are single-sex schools. Up to 1970, many did not 
include all the most able pupils in their area because parents sent them 
to nearby grammar or independent schools. 
In 1962, only 4 per cent of all secondary school pupils were enrolled 
in comprehensive schools.126 But in 1965 the Labour government requested 
local authorities to submit plans for reorganising their schools on compre-
hensive lines. In 1970 the Conservative government rescinded the request.127 
But this did not significantly slow down this trend. In 1971, therefore, 
some 30 per cent of the secondary school population were in comprehensive 
schools.128 
 The number of schools increased from 262 in 1965 to 1,145 in 
1970, to 2,878 in 1976. The number of pupils increased from 239,619 to 
937,152 to 2,753,327 respectively, see Table 8. 
Today, therefore, the situation has gradually altered, though the 
preference for grammar schools has not been entirely removed. The opening 
access of secondary education for all children from different social levels, 
the reorganisation of secondary education on comprehensive lines, the 
introduction into secondary modern schools of academic courses similar, to 
some extent, to those given in grammar and technical schools, the changes 
in the subjects of examinations and in the values assigned to them, and 
finally the growth of the newer universities, all these have thrown the 
higher grades of political careers and civil services much more widely open 
to sections of middle and lower-middle-class families.129 
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The explosion of scientific knowledge during the war and the great 
role which is played by scientists, technicians and skilled workers have 
made successive governments increasingly dependent on the judgments of 
scientific 'experts' about the consequences of policy. This, in turn, 
increased the chances of those people to ascend to the higher levels of 
the civil and political careers.130 
In 1970 Parkinson has shown that Labour Party policy has often 
resulted in a view of comprehensive education expressed in meritocratic 
rather than egalitarian terms, concentrating on better opportunities to 
become unequal rather than on equality.131 But the most acceptable is the 
evidence provided by researches such as Benn and Simon in 1970132 who have 
demonstrated that not only is the number of comprehensive schools increasing, 
but also that comprehensive schools are now tending to move away from 
meritocratic to more egalitarian positions. 
"In other words, more and more comprehensive schools 
are abolishing selection and streaming in the early 
years and wish to preserve mixed-ability groups and 
a common curriculum for as long as possible." 
133 
In brief, during the 1960s the growth of comprehensive schools, as 
common secondary schools, theoretically presenting equal educational 
opportunity or equally fair chances for all pupils but which were far from 
successful in practice. Julienne Ford in 1969 and others pointed out that 
if comprehensive schools simply operated a tripartite system under one roof, 
very little was gained by abolishing selection at 11+.134 During the 1970s 
the debate has been increased about the secondary school curriculum. For 
example, "How can we have genuine comprehensive education unless schools 
transmit a common culture?" "What is the point of common schools without 
common curriculum?"  
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CHAPTER 5 
CURRICULUM DEVELOPMENT IN SECONDARY 
SCHOOLS IN ENGLAND SINCE 1944 
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Contextual Variables  
The last chapter was an analysis of the changes and the non-changes 
in Britain's social structure, and in the economic, political, and edu-
cational affairs. Despite the fact that the distinction between social 
classes has been reduced, social equality has not been achieved. Britain 
has ceased to be the centre of an empire, and has become instead a medium-
sized European power, albeit one 
"... with wide international connections and responsi-
bilities. Thus, the education appropriate to ... 
imperial past cannot meet the requirements of modern 
Britain." 
1 
The country's economic system has been changed from a market economy 
to a mixed economy. Most foreign savings have moved from Britain to other 
industrial nations. So the country's economic wellbeing depends on its 
own efforts, and its standard of living is directly related to its ability 
to sell goods and services overseas. However, economic growth and pro-
ductivity are lower than, for example, France, Germany, Japan and the USA. 
Blame has been laid at the door of defective industrial management. 
"British firms have been relatively backward in employing 
qualified specialists; their project appraisal methods 
have often been primitive; modern management practices 
have been only slowly introduced; and research and de-
velopment effort has frequently been misdirected." 
2 
Moreover, there is a wide gap between the world of education and the world 
of work. The Green Paper in 1977 stated that: "Boys and girls are not 
sufficiently aware of the importance of industry to our society, and they 
are not taught much about it."3 
 
The position in Britain as a leading industrial nation has been 
endangered after the Second World War, "by failure to secure the fullest 
possible application of science to industry, and this failure is partly due 
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to deficiencies in education."4 Those deficiencies have been partly due 
to too little attention being paid to the expansion of education on the 
grounds of manpower needs. It is, as Holmes points out, that "many of 
the basic issues in political and economic affairs have been complicated by an 
educational system which tended to maintain traditional social class values."5  
Post-war Britain required a system of schools which would help to solve 
economic and political problems by fostering new attitudes and new skills 
among its young people. 
Since the war Britain has changed demographically as well. Internal 
migration has been a phenomenon, for example with the establishment of new 
towns and expanded towns. Immigration from abroad has meant that the country 
is now a multiracial and multicultural country. 
Education policies have been changed substantially. Secondary education 
for all was introduced in 1945. Since then the school leaving age has been 
raised twice, in 1947 and in 1973. The school population is now at its peak; 
it will decline for a decade or more.6 The reorganisation of the secondary 
schools in England and Wales to eliminate selection is largely accomplished. 
Opportunities to move on to further and higher education have greatly 
increased: the proportion of young people benefiting from post-school edu-
cation has more than doubled since 1960.7 The establishment of the 
Certificate of Secondary Education (CSE) system of examinations in the 
1960s, in addition to the existing General Certificate of Education (GCE) 
system, brought nationally-recognised examinations within the reach of very 
many pupils who would have previously left school without any certificate of 
attainment, and it is estimated that in 1970 well over one half of the total 
number of 16 year olds in England and Wales sat at least one public 
examination.8 Now four-fifths of all pupils are attempting such examinations.9 
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These are the environmental conditions which have emerged in British 
society since 1944. Bernstein anticipated in 1967 that, as society moves 
from the more closed to the more open position there will be modifications 
in what society accepts as valid knowledge, what is accepted as valid 
transmission of knowledge and what counts as a valid realisation of this 
knowledge on the part of the taught. Any changes in these areas are bound 
to have an effect on the curriculum and the organisation of curriculum in 
schools.10  
In short, curriculum development in secondary school should be judged 
against the contextual variables which have been described, in detail, in 
Chapter 4, and against the curriculum theory, namely, essentialism. These 
are the concern of this chapter. 
I. CURRICULUM AIMS  
The socio-economic and technological changes must lead to, and may be 
accompanied by, changes in the norms, the values, the beliefs, and the 
customs of society. However, the people may change their values and atti-
tudes slowly and reluctantly. Thus there is a time-lag between the techno-
logical changes and those that follow in the norms, values and social 
institutions. The attack of the socio-economic and political reformers has 
been directed to the public schools and grammar schools and the attitudes 
and values which are attached to them. Holmes points out that: 
... on the whole the theories of man, society, and 
knowledge which justified pre-war European system of 
education were Platonic. The institutions which had 
grown up over the years reflected these views. It was 
thought that a few persons of superior intellect should 
be given the kind of education which would prepare them 
for the traditional professions of law, the church, 
medicine, and certain levels of teaching." 
11 
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The Hadow Report of 1926 defined the weaknesses of secondary school 
curriculum as: 1) the undue academic bias of the curriculum and its 
consequent lack of relevance to everyday life, 2) the inability of school 
leavers to use their knowledge gained in school in their work, and 3) a 
lack of initiative and resourcefulness particularly obvious in the girls 
who had just left school.12 The report suggested five main principles for 
the proposed new secondary schools: 1) a stress on a practical bias, 
2) use of occupation needs and standards as an incentive, including the use 
of an examination, 3) development of local interests, 4) necessity to plan 
as a significant and self-contained whole, and 5) development of permanent 
interests. 
The Consultative Committee which had produced the Spens Report in 1938 
felt that secondary school curriculum was too academic, the Committee pointed 
out that "the curriculum should be taught in terms of activity and experience 
rather than knowledge to be acquired and facts to be stored."13 They felt 
that the curriculum was overcrowded and they deplored the exaggerated 
importance that had been given to individual subjects. 
The Report stated that: 
"The grammar school curriculum is still largely planned 
in the interests of pupils who intend to proceed to a 
university, although 85 per cent of the pupils do not 
remain at school beyond the age of 16." 
14 
The aim of this plan, as the Report stated, is: 
... to produce a generation of young men and women 
sensitive to beauty and to moral values and trained to 
concentrate their attention, to think consecutively 
and readily, to express ideas exactly and coherently 
and to exercise due caution in accepting evidence and 
drawing conclusions." 
15 
The report's principles gave first priority to the education of the 
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individual but then included his education as a democratic citizen and 
as a future worker. In reality, however, as a grammar school headmaster 
said, our methods of teaching are still far from realising those aims 
expressed in the Spens Report.16 
The Norwood Report in 1943 justified the tripartite system of 
secondary schooling by a return to Platonic principles of the innate 
abilities of 'particular groups of pupils'. Those who are interested in 
learning for its own sake should go to the grammar schools; those who 
are interested in the applied sciences and art should go to technical 
schools; and finally, those who could deal more easily with materials 
than with ideas should attend modern schools.17 The report ignored 
almost completely the socio-economic and political implications of the 
proposal. 
So the aims of grammar school curriculum were still Platonic. Education 
was for its own sake, rather than education for personal problems, future 
occupations, leisure time and so on. However, curricula in all secondary 
schools are conforming to the essentialist school of thought in the sense 
that they are offering education which tends to the training of the mind, 
developing the abilities for remembering, reasoning and comprehending. 
According to the 1944 Education Act, education was to be provided 
according to the age, aptitude and ability of each individual child of 
secondary school age, and as far as economically feasible, in accordance 
with the wishes of parents.18 From the organisational point of view, this 
Act seemed a logical outcome of the development of previous years. But the 
Curriculum problems seemed no nearer to being solved. As far as the 
grammar school curriculum was concerned, the recommendations in the various 
Reports seemed to go unheeded.19 
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The Council for Curriculum Reform in 1945 had pointed out that it 
was desirable that there should be a further development of a form of 
society with a planned economy, which is consistent with the maintenance 
of democratic principles.20 The content of the school curriculum and the 
teaching methods should be determined by their relevance to the fulfilment 
of human needs within such a society. 
... therefore, the criteria by which education should 
be judged are that it must promote both the fullest 
possible personal development and the most effective 
participation in a planned democratic society." 
21 
In 1959, the Crowther Committee asked itself what distinguished the 
sixth form curriculum, and arrived at the obvious answer that it was a very 
highly specialised curriculum, partly due to the demand for university places. 
The minimum entrance qualification to universities was two A-level subjects, 
but there was great pressure on sixth forms to do even better - to produce 
sixth forms with two or three A-level subjects at very high grades. Faced 
with this alarming degree of specialisation among the most academically 
able students, the Committee managed to rationalise the whole process: 
"The argument is not whether specialisation is desirable 
or unavoidable; it is about when it should begin. In 
England it begins for many subjects earlier than any 
other country. From the age of 15, or 16 at least, the 
classical specialist in an English school will spend 
only a small part of his actual school time on anything 
but Latin, Greek and ancient history; the equivalent 
is true of the mathematician or scientist." 
22 
The Committee pointed out that: 
"In this system of specialisation for young people while 
they are still at school English education is singular. 
Neither in Western Europe nor in North America is there 
anything of the sort.... On the Continent of Europe, 
there is no question of dropping altogether the study 
of languages or history or mathematics or science, while 
in some countries Latin as well is kept on the compulsory 
list for all pupils in the most highly selective schools." 
23 
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Thus while the English grammar school differs from the American high school 
both in its methods and in its objectives, its difference from the Europeans 
is chiefly one of method. 
However, the Committee argued in favour of specialisation. They 
suggested that concentration on a limited field of knowledge led naturally 
to 'study in depth'. But what was really happening to the majority of 
sixth form pupils in that time? The curriculum formula which prevailed 
could be summed up in this way: 
... first, force pupils to specialise at age 14 or 
before; secondly structure them into thinking of 
themselves as arts or science specialists ...; 
then in the sixth form patch up the damage by literacy 
or numeracy remedial education, in the form of a 
complementary study." 
24 
As a result of this very early specialisation "a youngster may discover 
too late that he made a wrong subject choice at 13 or 14 and finds that it 
is too late to change at 16 or 18."25 The problem is still unsolved. So 
the Crowther Committee failed to get to the heart of the problem, they failed 
to make any real link between the social change and the curriculum, there 
was no discussion of a common curriculum. 
In 1963 the Newsom Report took a further step; it described the curri-
culum and organisation of secondary education as reacting very slowly to 
the socio-economic and technological changes, and emphasised that extra-
curricular activities should be provided and considered as an essential 
part of the curriculum content. Therefore, the Report recommended that 
the school day should be extended for the 14-16 year age group in the 
secondary modern schools, to accommodate such activities. The Committee 
argued that it was necessary to make schools more like work in terms of 
'working hours'.26 
- 262 - 
The Committee emphasised the importance of science and mathematics. 
They thought that more pupils would be required to use these subjects when 
they left schools to enter employment.27 They also emphasised that all 
boys and girls of all levels of ability should have the opportunity of 
learning a foreign language. The words 'realistic' and 'practical' were 
frequently used. Art, handicraft, needlework, physical education and music 
were dealt with at length. The idea that all children need to exercise 
their imagination more in drama, writing, and in other media was stressed. 
The idea that pupils should be prepared in the final years for their future 
work and leisure was stressed. They stated that, 
"... the school programme in the final year ought to 
be deliberately out-going - an initiation into the 
adult world of work and leisure." 
28 
In order to achieve such aims, the Committee suggested that film and tele-
vision should be included in the curriculum, and that teachers should be 
trained in their use. 
In practice, however, what has happened in many schools since the 
Newsom Report has been some effort to set up a curriculum organisation for 
the fourth-year leavers, in preparation for the time when they will be 
fifth-year leavers. So many supposedly 'realistic' and 'practical' Newsom 
courses have been devised, which seem to bear little resemblance to genuine 
education. Extra-curricular activities have been enjoyed by only a few, 
and those most in need of such activities are the least likely to get them. 
Social education problems (sex education, marriage, etc.) was remedied on 
religious grounds. Real experience has degenerated into watered-down life-
adjustment courses. Moreover, the Report lacked, as Lawton puts it, "the 
real theoretical understanding of curriculum problems and practical solutions."2  
Little progress has been made in schools on the common core curriculum, and 
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the common culture problem. 
Most of the Reports such as Crowther and Newsom, and earlier Reports 
such as Hadow, frequently referred to the difficulties of young people 
growing up and learning how to live in complex, industrialised, urbanised 
society. They emphasised the responsibility of schools in helping youngsters 
to find their way about the modern world. They diagnosed the problem of the 
curriculum, sometimes in considerable detail, but they have failed to 
provide the right answer. The pupils' rejection of the content of their 
education is apparent. There are at least two kinds of reason for this. 
First is the psychological reason, for example, the absence of many kinds 
of interests and sources of motivation, the feeling that there is little 
relevance in what grammar schools are offering, especially for those who 
are going to leave school at age 16. The second reason is sociological 
rather than psychological, for example, some curriculum content can appear 
- and actually is - irrelevant to pupils not only because they do not see 
the point of it but because it has no point.30 
In conclusion, an awareness of the social needs as well as individual 
needs has been strongly expressed. After the war, it was more necessary 
for England than ever before 
"to pay attention ... to the training of students in 
the ability to make and take democratic decisions in 
the light of their national, as well as individual 
and group consequences. It is also necessary that 
students should be encouraged and trained to under-
stand the wider implications of science and technology, 
and to understand, as far as possible, the basic 
principles of the nation's economy and the dependence 
upon it of the nation's political position in the world." 
31 
These aims have been confirmed in the Green Paper of 1977, since it 
emphasises that education is 
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"to help children understand the world in which we 
live, and the interdependence of nations; ... to 
help children to appreciate how the nation earns 
and maintains its standard of living and properly 
to esteem the essential role of industry and commerce 
in this process; ... to provide a basis of mathematical, 
scientific and technical knowledge, enabling boys and 
girls to learn the essential skills needed in a fast- 
changing world of work." 
32 
The latter aim here implies that: 
"It is not the task of schools to prepare pupils for 
specific jobs but experience has long shown that 
studies and activities that are practical and obviously 
relevant to working life can be valuable as a means of 
learning, including the learning of basic skills." 
33 
These thoughts have been reflected in much of the discussion on the 
curriculum. In reality, however, the principal points of concern appear 
to be: 
... the curriculum in many schools is not sufficiently 
matched to life in a modern industrial society." 
34 
"Nor are our young people [the Green Paper stated] sufficiently 
aware of the international interdependence of modern 
countries. Many of our most pressing problems can only be 
solved internationally, ... so our children need to be edu-
cated in international understanding as well." 
35 
So the changed values, attitudes and aims of education have not been 
accompanied with equal change in the secondary school curriculum. At the 
same time the Platonic view of change, added to the fact that schools in 
any case perform the task of passing on from one generation to the next 
the accumulated knowledge of the society in which they exist, meant that 
the academic secondary school in particular was slow to change. Moreover, 
since knowledge for its own sake, rather than knowledge for practical use, 
dominated the thinking of many public schools and grammar schools, an appeal 
could always be made to the sanctity of academic standards when changes 
threatened.36 
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To achieve the above mentioned aims, however, it is perhaps necessary 
to establish a common core curriculum which emphasises the individual 
needs, as well as the socio-economic and political needs of society. 
Holmes points out: 
"The curriculum may be one based on Herbert Spencer's 
views; that is, one which helps to prepare children 
to face the problems which arise in their personal 
life, those which are likely to arise in their future 
occupation, those which are concerned with the aesthetic 
aspects of life, and those which are concerned with 
their leisure-time activities." 
37 
Specifications  
Now some of the specific aims and objectives for each of the subjects 
offered at ordinary and advanced level for the purpose of analysis will be 
presented: 
1. The Academic Field  
In English language (ordinary level), the syllabus is designed to 
enable the student: a) to write and speak with facility, clarity and 
accuracy; b) to understand what is read; c) to use a vocabulary appropriate 
to an Ordinary Level student's age, experience and needs; d) to construct 
and join sentences and paragraphs; and e) to avoid mistakes of punctuation, 
grammar, spelling and idiom.38 
In English literature, the Joint Matriculation Board recognises that 
the aim of this course is: to present the subject as a discipline that is 
humane, historical, and communicative. The Board also recognises that: 
"a sixth-form course may develop the ability to write original works of 
literary merit." 39 
In Greek-with-classical studies or Latin-with-classical studies, the 
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syllabus in both of these courses is intended to meet the needs of 
candidates who wish to combine a study of the Greek or Latin language 
with an interest in the wider aspects of classical civilisation. The 
other foreign languages provided are French, German, Spanish, Italian, 
Russian and Welsh. It is generally agreed that "the ability to understand 
at least one foreign language, and to communicate in it at however modest 
a level, has an educational value.”40 Moreover, modern language learning 
should "provide much active enjoyment for the younger pupils, and 
intellectual enjoyment for the older ones."41 
Britain's entry into the European Economic Community should give even 
greater importance to the cultural aims of teaching European languages and 
contribute something to their realisation. Finally, the knowledge of a 
modern language can greatly enhance the cultural value of foreign travel, 
opportunities for which are becoming more widespread every year. 
In history (Ordinary Level), the aim of the syllabus is first to 
enable centres to provide Ordinary Level students who are not necessarily 
continuing their studies in this subject with a sound general basis of 
historical knowledge and understanding related to a specific period of 
history, and second, to enable centres to provide a suitable introduction 
to methods of further study.42 In the Advanced Level, the aim of the 
syllabus is: a) to provide the candidates whose formal study of history 
will not necessarily go beyond Advanced Level with i) a sound knowledge 
and understanding of selected fields of history, ii) an introduction to 
problems of historical interpretation, iii) an introduction to particular 
approaches to the study of history according to the syllabus or alternative 
chosen; b) to provide an adequate preliminary course for those who hope to 
specialise in history at a higher level.43 
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The specific objectives of this course are: a) to provide a student 
with factual material, sufficient to enable him to make a profitable study 
in detail of certain topics in a chosen period; b) to enable him to under-
stand the nature of historical evidence, and to draw conclusions from this 
evidence; c) to enable him to evaluate opinions and to recognise 
prejudice, and d) to enable him to select and organise relevant knowledge 
in order to analyse, and to build up a rational reconstruction of the past.44 
The British economic and social history syllabus has recently been 
established. This syllabus has the specific purpose of enabling schools 
to devise courses which provide students with an understanding of the de-
velopment of the British economy, and the main social consequences of this 
development in the period 1700-1951. Emphasis has been placed on the 
period 1850-1951, Britain's attainment of economic maturity and changing 
position in the world economy.45 
In geography, Ordinary and Advanced Levels, emphasis has been put on 
knowledge, comprehension and application. As for knowledge, a detailed 
knowledge is expected of the major features of the distribution of land 
and water, of the relief and land forms, of climates and vegetation, of 
the major types of economy, and of population on a world scale. A more 
detailed knowledge is expected of these features in certain selected areas 
including especially the British Isles. As for comprehension and application, 
stress is laid on the ability to understand and interpret geographical 
information presented in writing in the form of statistics, maps, diagrams 
and photographs. The ability to synthesise geographical information and 
to use it to draw conclusions of geographical validity.46 
Social studies in 1976 included: Government, Economics, and Commerce 
(Ordinary Level); Economics (Advanced and Special); British Government 
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and Politics (Advanced Level); Sociology (Advanced Level); Book-keeping 
and Accounting (Ordinary Level); and Principles of Accounts (Advanced 
Level).47 
The aims of the syllabus of Government, Economics and Commerce 
(Ordinary Level) are: 
"... to enable schools to provide courses which will 
help in the general education of candidates towards 
their future as citizens; to encourage them to study 
human behaviour within the scope, economics and commerce; 
to develop an understanding of a) the inter-relationships 
between government and the political system on the one 
hand and the individual citizen and the general public 
on the other, b) the basic economic problem of the 
allocation of scarce resources, c) the different branches 
of commerce; and thus to facilitate the ability to 
discuss current local and national problems." 
48 
This statement provides a general indication of the importance of 
knowledge. It asserts also the comprehension and application. It does, 
however, ignore the higher level of the mental process such as analysis 
and evaluation. 
In the Economics for Advanced Level, the syllabus is intended to 
encourage courses which: 
"a) Provide a basis of factual knowledge of economics, 
b) encourage the development in the pupil of 0 a 
facility for self-expression, not only in writing but 
also in using additional aids such as statistics and 
diagrams where appropriate, ii) the habit of using 
works of reference as sources of data specific to 
economics, iii) the habit of reading critically to 
gain information about the changing economy in which 
we live, iv) an appreciation of the method of study 
used by the economist and the most effective ways in 
which economic data may be analysed, correlated, 
discussed and presented." 
49 
This statement is intended to provide a general indication of the 
abilities included in the whole mental process. It indicates the importance 
of knowledge and facts, the ability to understand and interpret these facts 
- 269 - 
and information, the ability to select and apply known laws and principles 
to problems, the ability to analyse and correlate elements so as to form 
a rational pattern or structure, the ability to evaluate the material and 
finally, the ability to appreciate the role of the main models in the 
analysis of economic problems. 
In the syllabuses of British Government and politics, sociology, 
book-keeping and accounts, the Board offers similar statements which 
indicate the importance of knowledge, understanding, application, analysis, 
and evaluation.50 
In mathematics, several courses are offered for the Ordinary, Advanced 
and Special Levels. The following statement is intended to provide a 
general indication of the knowledge and abilities which the examinations 
have been designed to test in conjunction with the subject matter included 
in the syllabuses. They are: 
"1) Knowledge of mathematical notation, terminology, 
conventions and units. 
2) The ability to understand information presented in 
verbal, graphical or tabular form, and to translate 
such information into mathematical form. 
3) The ability to recognise the mathematical methods 
which are suitable for the solution of the problem 
under consideration. 
4) The ability to apply mathematical methods and 
techniques. 
5) The ability to make logical deductions. 
6) The ability to select and apply appropriate techniques 
to problems in unfamiliar or novel situations. 
7) The ability to evaluate and interpret mathematical 
results." 
51 
In Physics 1976, syllabuses are offered for Ordinary Level (and 
Optional Practical) and for Advanced and Special Level. The objectives 
given for the advanced syllabus, for example, are intended to provide 
knowledge of scientific terminology and conventions, knowledge of general 
and specific methods, the techniques and equipment that have been used by 
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scientists in their investigations, knowledge of the main generalisations 
that have been made and of the theories that are widely held. 
As for comprehension, the statement emphasises, for example, 
"The ability to understand and interpret scientific 
information presented in verbal mathematical or 
graphical form and to translate such information 
from one form to another, the ability to explain 
familiar phenomena in terms of relevant models, laws 
and principles, the ability to make generalisations 
about scientific knowledge or about given data." 
52 
As for application, the statement asserts "the ability to select and apply 
known laws and principles to problems which are unfamiliar or are presented 
in a novel manner. "53 
As for analysis, analogy, and evaluation, the statement asserts 
"the ability to check that hypotheses are consistent 
with given information, to recognise unstated 
assumptions and discriminate between hypotheses. The 
ability to assess observations of a phenomenon in 
order to make new hypotheses, suggest new questions 
and make predictions. The ability to formulate 
methods for testing hypotheses and to formulate problems 
in an appropriate form of scientific investigation. The 
ability to appreciate the role of the main concepts and 
models in scientific explanation." 
54 
In chemistry, two different syllabuses are offered; one for the 
Ordinary Level, and the other for the Advanced and Special Level. As for 
the first, the abilities required are: comprehension, application and 
evaluation, for example, 
"the ability to explain familiar phenomena in terms of 
the relevant models, laws and principles. The ability 
to select and apply known laws and principles to given 
situations. The ability to think clearly about given 
data. The ability to recognise mistakes and 
misconceptions." 
55 
At Advanced Level, the syllabus is provided to meet the needs of 
students who wish to study chemistry in this wider context. The syllabus 
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is not intended as a vocational training course for students who intend 
to enter chemical industry direct from school nor is it intended to 
provide an introduction at the school level to specialist studies in 
tertiary education. However, the syllabus includes a section on the social 
and economic aspects of chemical technology and six case studies have been 
prepared to enable students to establish an appreciation that the 
applications of chemistry have wide economic and social implications and 
to understand the relation between chemical principles and industrial 
practice.56  
The aims and objectives of this syllabus put an emphasis on knowledge, 
understanding, application, investigation, and evaluation. A practical work 
is incorporated in the syllabus to enable students "to use scientific 
equipment correctly, to make accurate observations,"57 and to apply most 
of the abilities included in application element. 
General Physical Sciences (1976) are courses established to provide a 
physical science syllabus for Ordinary Level, and another one for Advanced 
Level, Science (double subject) for Ordinary Level, general science for 
Ordinary Level, and technical science for Ordinary Level. As for the 
physical science for Ordinary Level, the syllabus may cut across the 
boundaries which might be considered to exist between physics and chemistry. 
The aim of the syllabus is to enable schools offering it to provide: 
"a course in physical science in which distinctions 
are not drawn between physics and chemistry as 
separate fields, a course, which together with an 
Ordinary level course in biological science, will 
serve as a suitable basis for the development of 
sixth-form studies in physics, engineering science, 
chemistry, physical science or biology." 
58 
At Advanced Level, the principal criteria have been to provide a 
syllabus which can be taught to students who have previously completed a 
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course equivalent at least to physical science at the Ordinary Level. 
In this syllabus one of the main considerations has been "to produce a 
single Advanced level subject which would be an acceptable background 
for existing University courses which at present require either Advanced 
level physics or chemistry or both."59 The syllabus is therefore mainly 
a combination of topics in physics and chemistry. It offers many opportuni-
ties for students to relate their own practical work to the theoretical 
content of the course. 
In Science (double subject) for Ordinary Level, the aim of the syllabus 
is to enable centres offering it to provide both 
"a) a terminal course in science at the GCE Ordinary 
level, and 
b) a course which will serve as a suitable basis for 
the development of sixth-form studies in physics, 
engineering science, chemistry, physical science 
or biology." 
60 
In all these areas of science, the statement of aims is intended to 
provide a general indication of the abilities required which include: 
"a) knowledge 
i) Knowledge of appropriate scientific terminology. 
ii) Knowledge of the main facts that have been 
established about the subject matter of the 
syllabus. 
iii) Knowledge of the generalisations that have been 
made and the principles that have been 
established. 
b) comprehension, application and evaluation 
i) The ability to understand and interpret information 
presented in verbal, numerical or graphical form 
and to translate such information from one to 
another. 
ii) The ability to recognise and understand phenomena 
in terms of the relevant models, laws and 
principles. 
iii) The ability to select and apply known laws and 
principles to given situations." 
61 
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Biological courses have been offered for Ordinary, Optional, Advanced 
and Special Level. In the Advanced course, for example, the aim of the 
syllabus 
"is to enable centres to provide courses ... which 
will develop in students an appreciation and under-
standing of fundamental biological principles based 
on a study of the interaction of organisms, the 
maintenance of the individual and species in 
flowering plant and mammal, and the biology of cells." 
62 
Geological courses have also been provided for Ordinary, Advanced and 
Special Level. The aims of the syllabus, for example, at Advanced Level 
are: 
"a) to develop in the pupil enjoyment of the subject as 
a leisure activity; 
b) provide a basis of factual knowledge of geology; 
c) develop an appreciation of the links which geology 
has with other scientific disciplines; 
d) the ability to think in terms of geological time; 
e) an understanding of the importance of geology to 
man with regard to the utilisation and conservation 
of natural resources; 
f) an understanding of the importance of geology to man 
in the interpretation of the history of the earth." 
63 
2. The Occupational or Practical Field  
This field consists of technical subjects such as woodwork courses for 
Ordinary and Advanced Levels; metalwork courses for Ordinary and Advanced 
Levels; engineering workshop, theory and practice for Ordinary Level; 
geometrical and engineering drawing courses for Ordinary and Advanced Levels; 
surveying for Ordinary; navigation for Ordinary; seamanship, signals and 
rule of the road for Ordinary; and finally, textiles for Ordinary Level. 
In the woodwork course at Ordinary Level, the aim of the syllabus is 
to develop in students a sound understanding of woodwork based on a study 
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of design and technique, and on practical experience of craft and design 
work. Knowledge, understanding, application and design have been 
emphasised. For example, knowledge and understanding of: 
"a) materials, tools, and equipment and an appreCiation 
of their uses; 
b) techniques and construction in general use; 
c) the history of English furniture and an appreciation 
of furniture style; 
d) the connections of drawing." 
64 
As for application and design at Advanced course, a statement of aims 
asserts the ability to: 
"a) organise and carry out a sequence of constructional 
operations; 
b) make decisions about constructional techniques to 
suit particular purposes; 
c) read and interpret technical drawings; 
d) select and use woodworking tools; 
e) provide solutions in relation to specific design 
problems which satisfy functional requirements." 
65 
In metal-work courses at Ordinary and Advanced Levels, the syllabuses 
are aimed to enable schools to provide courses which will develop in pupils 
a sound understanding of metal-work based on a study of design and 
techniques, and on practical experience of craft and design work. In the 
engineering workshop, the aims of the syllabuses are to develop courses 
which provide the pupil with craft knowledge and experience in the field 
of engineering workshop theory and practice. In geometrical and engineering  
drawing at both Ordinary and Advanced Levels, knowledge, comprehension, 
application, technique, analysis and synthesis have been emphasised. 
In surveying the student is expected to know and understand: 
"the care and correct use of surveying instruments; 
the methods of measurement; the use of scales; the 
common causes of error in measurements and 
observations; the ability to measure distances, 
observe angles and determine height differences ... 
- 275 - 
the ability to translate information from one form 
to another; the application of the knowledge and 
techniques ... to prepare plans, maps, and sections 
to appropriate scales." 
66 
In navigation, the student is expected to know and understand the instruments, 
charts and coastal navigation, the sailings and natural astronomy. In 
textiles, a student is expected to know and understand simple knowledge of 
textile fibres, yarns and yarn production, fabrics and fabric production, 
finishing and finished products, and textile industry. 
3. The Cultural Field and Students' Interests  
Domestic science is the area of knowledge which usually includes food, 
clothing (at Ordinary Level), and the home, the family, society, needlework 
and dressmaking (at Advanced Level). It overlaps with natural science. So 
all students will be expected to show that they have knowledge of elementary 
science necessary for the proper understanding of the processes involved. 
The aims of the syllabus of the home, the family and society, for 
example, are to enable schools offering it to provide sixth-form courses 
in the subject which will: 
"a) develop in pupils the abilities needed to manage a 
home and to feed a family efficiently at a period 
when society is becoming increasingly complex; 
b) increase in pupils appreciation of the aesthetic 
side of making a home within its environment; 
c) encourage in pupils a consideration of personal 
relationships within the family and of the relation 
of the family to contemporary society; 
d) encourage the application of accurate observation, 
individual powers of thought and scientific 
investigation." 
67 
Different courses of art have been provided for Ordinary, Advanced 
and Special Levels. Students should know and understand something about 
the history and appreciation of English architecture from Norman times to 
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the present day, or the history and appreciation of painting, or'the arts 
of daily life. "They should show evidence of the ability to understand 
and use structural principles and the qualities of shape, line, tone, 
texture, colour and space."68 They should show "an appreciation of art 
and design as affected by human needs and aspirations and by materials and 
techniques."69 
Different courses in music have been offered at Ordinary and Advanced 
Levels. The syllabuses are designed "to enable schools to provide courses 
in which the understanding and enjoyment of music are developed through an 
appreciation of the historical development of musical forms and techniques."70  
Emphasis has been placed on theoretical and practical studies. However, 
greater weight is attached to the academic and theoretical side than the 
practical one. At the Advanced course a primary objective is to provide a 
syllabus which will enable teachers to plan stimulating and rewarding 
courses which will give scope for individual interests and aptitudes. 
"But whatever the pupil's eventual destination and 
career it seems desirable that this course should be 
a balanced one and that it should be concerned with 
three main areas of musical activity, namely, written 
musical expression, performance, and listening and 
critical appreciation." 
71 
These are most of the statements of aims and objectives which have been 
developed in the 1970s. From the point of view of essentialist curriculum 
theory, it is important that education should be concerned with helping the 
student to deal with problems and situations that he is likely to meet, and 
to display behaviour which, without education, he would not exhibit. Thus 
school is a purposive institution, and curriculum is an intentional activity. 
Essentially learning takes place through the learning experiences, and 
these refer to the interaction between the learner and the external 
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conditions in his environment. Therefore, not only should aims and 
objectives be relevant to present social needs (as a criterion), but 
also to what needs are likely to be in the future, taking into consideration 
the possibilities of continuous change. Despite the emphasis on the indi-
vidual student, his rights, attitudes, and abilities, little has been placed 
on the social needs. Moreover, no indication has been made to suggest any 
kind of contact between a student and his environment. Nevertheless, the 
Green Paper of 1977 indicated that the best approach would seem to be for 
the school to provide the general knowledge and skills that are required 
to live and earn a living and the knowledge and skills that are fundamental 
to different vocational ends but not 'for specific jobs'. 
Headmasters, however, work within a strongly traditional framework, the 
majority of their aims have been accepted on purely traditional grounds or 
as the result of external pressures, such as examination syllabuses and 
university requirements. Unfortunately, as Wiseman pointed out in 1970, 
"the modifications that are made are sometimes based 
on but a partial knowledge of the needs of pupils 
and of society and too limited a concept of the 
role of the school in society locally and at large." 
72 
If they are ever, seriously and critically, to evaluate their edu-
cational aims, it is necessary that they should be set out in a much more 
specific way than has been done. Aims must be broken down in terms of 
operational objectives. 
"It is essential to spell out the beliefs, values, 
attitudes, qualities of mind, knowledge, skill and 
so on [Wiseman continues] that we want our children 
to acquire so that teachers may be helped to judge 
the results of their teaching." 
73 
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II. CURRICULUM CONTENT 
The conclusion that has been reached now is that educational aims 
stated so far may help the teachers as a guideline in planning their 
programmes, selecting their content topics, and in meeting the university 
requirements. Now before proceeding to the development of curriculum 
content, it would be wise to shed light on the idea or theory which lay 
behind the content of the curriculum with special reference to grammar 
schools. Is it the essentialistic view or the Platonic which has dominated 
educational practice? There is no easy answer to such a question. 
For Plato, there was no doubt that there was a very clear hierarchy 
of knowledge with philosophy at its peak. The fundamental principle of 
that hierarchy was that the greater the level of abstraction the more status 
a particular kind of knowledge had. Plato also asserted that, in addition 
to the superiority of intellectual knowledge over the experience of the 
physical world, gradations must be recognised within the realms of 
intellectual knowledge according to degrees of abstraction. The history of 
education in pre-war Britain and in Western Europe as a whole, revealed the 
influence of that kind of thinking on the curriculum. It also revealed a 
concern to distinguish those areas of knowledge which seemed to have social 
and economic goals from those that have seemed to have some intrinsic right 
to inclusion in the curriculum. 
This was the point of attraction expressed in the past for the idea of 
liberal education, and of the later concern with the education of the 
cultured gentleman. From here also came the conflict and the clear distinction 
between liberal and vocational forms of knowledge.74 On the whole, such 
dispute as there has been over the inclusion of vocational subjects in the 
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curriculum has centred on the issue of whether this is an appropriate 
concern of schools at all or whether it should be their concern only in 
relation to the needs of those pupils who cannot cope with the intellectual 
demands of those subjects that have been felt to be intrinsically valuable.75 
In other words, "this is a view which leads to the generation of two or 
three levels of culture, two or three kinds of curriculum, and two or three 
classes of people within society."76 
Essentialism stems from Aristotle. It would suggest that the content 
of a liberal general education consists of a few carefully selected subjects. 
Debates have been going on in England to decide which are the 'essential' 
subjects. John Locke who had a distinct Aristotelian influence, asserted 
that education should offer students opportunities to develop their under-
standing, reasoning, and rationality. For achieving this he stressed the 
study of mathematics and religion. He also maintained that intellectual 
and self-control should be fostered by experience and practice as much as 
possible in a variety of fields. During the nineteenth century the natural 
sciences were placed in opposition to classical languages. In the twentieth 
century the cultural area of knowledge is trying to gain a central place 
with the natural sciences. The vocational and technical area of knowledge 
and the link between secondary school curriculum and social needs have been 
lacking. 
It could be concluded that, on the one hand, secondary school curriculum 
is Platonic in a sense that the more able students are directed to the study 
of pure academic subjects. On the other hand, it is essentialist in a sense 
that it maintains the academic achievement and the development of mind through 
few selected subjects to be studied in the last years of secondary education. 
The intention here, however, is to shed light on the subjects studied and 
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their development in accordance with essentialist views. 
1. The Academic Field  
In the academic secondary schools the classical languages, Latin and 
Greek, have been taught for a long time. The natural sciences have been 
accommodated in the secondary school curriculum gradually since the nineteenth 
century. In the 1940s, in addition to Latin, English literature, history, 
geography, and modern languages (usually French), had also been taught. 
But it should be remembered, that even when science is taught in grammar 
schools, "it is usually a branch of pure science which is of only limited 
vocational value."77 Mathematics has been taught with its divisions into 
arithmetic, algebra, geometry and trigonometry. A not very far-reaching 
acquaintance with some of the arts and small amounts of handicraft and 
physical training completed the picture in 1945, see Table 1. 
But what subjects were taught, and to which students in the grammar 
schools? In 1940s the students in grammar schools after their first year 
were graded very carefully into A, B and C, and at the end of each school 
year they were re-graded. In their first year, all pupils took the same 
subjects, including French and general science. In the second year, all 
pupils studied chemistry, physics and biology; the A and B boys studied 
Latin, and the C boys studied geography instead. It is worth noting that, 
at the time, the majority of the students gave up the study of geography,78 
because Latin was one of the most important requirements for entering 
university. In the third year all boys took three sciences, and non-Latin 
boys (by this time including some members of the B form) took geography and 
either commercial courses or handicraft. In the fourth and fifth years, A 
and B groups had to choose between physics and biology, and a set of 
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alternatives made it possible for C group to select a range of subjects 
which they preferred. It should be remembered that a number of A group 
could pass directly from the third year to the School Certificate form. 
This was the possible time-table and the allocation of periods to each 
subject in a grammar school in the mid-1940s. It should also be borne in 
mind that differences between schools and localities have always been 
considered. 
Streaming was more definite in the second year. The C group contained 
those pupils who were considered to be the least able of the year's group. 
Under the impetus of the war, considerable stress was placed on the teaching 
of mathematics and sciences. Latin was often introduced in the second year. 
In general, by the 1940s, the high status enjoyed by classics was shared by 
other subjects such as mathematics, science, history and English.79 These 
subjects are considered as valid knowledge. But probably the most important 
weaknesses of the time-table were, and still are, the occupational and 
cultural areas. Physical training was given the minimum amount of time. 
The leisure time was seriously reduced by the amount of homework which 
pupils had to do. Music and art were regarded as of little importance, and 
thus "occupied a much lower position."80  
The whole time-table was calculated to produce the best possible results 
in the School Certificate examination. A headmaster of a grammar school 
pointed out in 1945 that: 
"Subjects of aesthetic and cultural value, which are 
permissible at the beginning of the school course, 
are gradually dropped as the fateful year approaches. 
Throughout is to be found the strictest subordination 
of the activities of the boys to an external examination, 
which thus becomes the end to which all must be 
sacrificed." 
81 
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Hence, "No parent can complain that his son is compelled to waste his 
time in unprofitable studies of an aesthetic nature."82 
On the whole the curriculum is concerned with academic rather than 
everyday knowledge, and with a liberal general education rather than a 
practical and vocational education. After the war, however, the traditional 
concentration on a small number of subjects in the pre-university years (at 
0 and A Levels of the GCE) were questioned. Post-war debates have been 
concentrated to decide which are 'essential' subjects. Sociologists and 
some educationists argue that there is a lag between the types of skill 
and knowledge required by the socio-economic and technological changes and 
the subjects taught in the educational institutions.83  They demand, 
therefore, on the same lines as H.Spencer, that the content of education 
should be selected in the light of problems young people are likely to face 
in their future life. However, as Holmes points out in 1974, 
... the traditional concentration on a small number of 
freely chosen subjects in the pre-university years of 
the secondary school has been questioned and proposals 
to increase the number of subjects studied by senior 
grammar school pupils have been made. Until very 
recently they fell on stony ground." 
84 
A further look at possible timetables for grammar schools in the late 
1950s may indicate some changes which have taken place in these schools. 
Comparison will be made between the former timetable in 1945 and the coming 
one which held in 1958, see Table 2. 
This timetable attempts more than ever before to meet the problems of 
pupils who do not intend to go on to higher education. 
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TABLE 2: ABSTRACTS FROM POSSIBLE GRAMMAR SCHOOL TIMETABLES 
IN 1958 (4 form entry mixed) 
First Year 
RI2 
RI2 
lA 	 (29) 
1B 	 (28) 
1C 	 (28) 
1T 	 (27) 
Fourth Year 
E5  Fr5 G3 H3 G.Sc.3 	 Mat  A2 PE.G 	 PE.G3 
Craft 	 Craft2 H3 E5 	 Fr5 G3 G.Sc3 	 MU2  A2 
G3 
G3 
G. Sc3  
M 	 M M 
E5 	 Fr5 113 PE.G. 	 PE.G3 Craft Craft2 
113 RI2 E5 	 Fr5 G.Sc3 	 MU2 A2 
RI1  
RI1  
RI1  
RI1  
4 exp(22) 
4A 	 (29) 
4B 	 (29) 
4C 	 (29) 
E5 	 Fr5 G3 H3 PE.G2 	 Ph Ch 	 Bi 	 G.Sc 	 L 	 J11 	 M5 
E5 	 Fr5 G H3 PE.G. 	 PE.G. 	 PE.G2 
M 	 M5 
E5 	 Fr5 G H3 Ph. 	 D. Sc 	 L 4 
Ch 	 MWK 	 G.Sc4 
E5 	 Fr5 G H3 A 	 MU2 Bi 	 WK 	 114 
subjects not taken by form teacher 
Source: Walton, J. (ed.), The Secondary School Timetable, 
World Lock Educational, 1972, p.35 
Therefore, the lowest ability, or those with the lowest educational 
aspirations, tend to have a much modified timetable as they go through 
school. The fourth year was given greater variety of (advised) choice 
and is beginning to show similarity to present-day fourth year.85 In the 
first year, a smaller percentage of subjects taught by form teacher than 
M5 
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ever before. In the fourth year the only subject taught by the form 
teacher is religion. It is worth noting also, that from the appearance of 
the express stream, more able academic pupils are going to take GCE in four 
years rather than five. 
In general, as Walton points out: 
"Probably the most important point to emphasise here is 
that the matrix of the 1958 grammar school ... tended 
to be the pattern for years to come. A growing dissatis-
faction with general streaming was leading to setting, 
probably first in mathematics, and then in other 
subjects, setting was seen to be a useful way of 
permitting a group of children to select alternatives 
at any one point of time. In some senses this was a 
response to an attempt to get more things into the time-
table.... The major aim was to set subjects at the 
same time to permit the more able to be grouped together 
in the most appropriate way. The more able were the 
important customers to be served." 
86 
In 1961, 360 headmasters of schools with sixth formers signed an 
A.B.C. agreement to extend the content of the curriculum, and pledged 
themselves to allocate one-third of the time in the sixth form to non-
specialist work (not including physical education and private study). 
In 1962, the General Study Association tended to do something similar.87 
It seems fair to say that if there is a real desire to help young 
people to find their way in a modern society, it would seem clear that 
schools should help them to understand their society, the best thing to do 
is to teach them about it in a more direct fashion. There is a body of 
knowledge which is relevant to intellectual understanding of society as 
social science and especially sociology, economics and politics. Much of 
this area is not available in the content. So a part of the available body 
of knowledge is irrelevant and a part of the relevant body of knowledge is 
not available in the content. The curriculum content, therefore, is not 
valid, since it did not promote the outcomes that were thought desirable in 
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the previous reports, and it is not comprehensive, since not all the aims 
and goals expressed in the previous section have corresponding experiences. 
Nor is it suitable either for pupils especially those who are going to 
leave school at the age of 16, or of the changing needs of society. 
However, the Schools Council and Nuffield Foundation have introduced 
some projects in an attempt to cope with problems of change. For example, 
a number of the Nuffield mathematics and science projects are explicitly 
concerned with improving the real understanding of mathematics and science 
by pupils in schools. To the same end the Schools Council has introduced 
the project of 'Mathematics for the Majority'. 
"It is untrue to say that the main motive behind this 
would be vocational; probably the intention is not 
only to produce more skilled workers but also to 
enable more pupils to have an understanding of 
mathematics and science because they live in a 
mathematical, scientific world, and without these 
kinds of understandings they are incomplete persons." 
88 
The common feature of these projects is the concentration on compre-
hension, application, concepts and principles, rather than the acquisition 
of skills and information. This means that: 
... not only will pupils have a greater understanding 
of mathematics and science (if these projects are 
successful) but also it so happens that this will fit 
in with the vocational requirements of industry and 
commerce." 
89 
The 'Project Technology', which was introduced by Schools Council, is 
another example. It is designed not only to produce more technologists, 
but also to encourage schools to incorporate aspects of technology into 
various parts of the existing curriculum in such a way that boys and girls 
will begin to understand technology and also the social implications of 
technology.90 
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There are some other projects, introduced by the Schools Council and 
Nuffield, dealing indirectly with education for leisure. These projects 
are particularly concerned with the central issue of the common culture. 
The Nuffield and Schools Council Humanities Curriculum Project, for 
example, sets out to develop the idea that: 
"The main issues are not so much what ground to cover 
in the sense of what subjects to teach, but what 
information, ideas, experiences to grapple with, 
through what media, by what means. The problem is 
to give every man some access to a complex cultural 
inheritance, some hold on his personal life and on 
his relationships with the various communities to 
which he belongs, some extension of his understanding 
of, and sensitivity towards, other human beings." 
91 
The Schools Council also introduced social education and social 
studies projects. But much more work is still needed in this greatly 
neglected area of the curriculum content. 
Despite the importance of these projects and studies no attempt has 
been made systematically by the Schools Council to analyse the existing 
curriculum or to attempt to draft a revised curriculum from first principles. 
Piecemeal reform has been the only plan. Even at the level of piecemeal 
reform, the dissatisfaction is considerable. For example, the problem of 
over-specialised, elitist sixth form still exists. There is an 
"increasing competition at 18+ for university places 
whilst neglecting the majority of pupils who do not 
go on to university, and completely ignoring the 
majority for whom there is no education at all 
after 16." 
92 
The School Council has partly failed to develop a theoretical perspective 
with which to approach the problem of curriculum planning in contrast to 
curriculum development. They did not provide any kind of basis for a 
common curriculum. 
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Taking into consideration that grammar schools have always been 
intended to prepare the more academically able students for the leading 
positions in society through the most classical and academic knowledge, 
this is the Platonic view. But, on the other hand, if we take into 
consideration that this is being done through few carefully selected 
subjects in the last few years of secondary education, this might be 
related to the essentialist view of the curriculum. 
2. The Occupational Field  
Certainly there is evidence that England has recently devoted fewer 
resources to the development of human capital than other major industrial 
countries - and that education in particular, has been less oriented towards 
business and technology. So it is principally human factors which account 
for England's relatively poor record. In 1968,93 an interesting study of 
Britain's economic prospects was carried out by a team of American experts. 
They looked at some factors which might affect the rate of growth. Their 
conclusion was that the low rate of growth could partly be explained in 
terms of objectively quantifiable factors. In other words, given similar 
inputs of land, labour and capital, there is evidence that the British are 
likely to use them less effectively than their rivals. Why should this be 
so? There are several possibilities. Outstanding among them is that the 
educational system has failed to respond adequately to the changing economic 
needs. 
The crucial point is that the influence of the economy upon education 
is mainly mediated, as Roberts points out, through other social and political 
institutions.94 These mediating processes not only obstructed but also 
distorted the demands of the economy in Britain. On the one hand there is 
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conflict between the two major political parties on the education issue 
(grammar or comprehensive), and this has affected the curriculum. On the 
other hand, the secondary school curriculum, especially that of the grammar 
school, still retains many of the characteristics of an elite; it accords 
low prestige to 'the practical', 'the useful' and anything connected with 
low-status vocations.95 
The classical arts, or alternatively the pure sciences and mathematics, 
have always possessed a prestige which a technological education has been 
unable to rival. Teachers "generally rejected the achievement of vocational 
success as a major objective of education."96 Thus, the teaching of 
technological subjects has been relegated to the fringes of the educational 
content. 
Despite the Newsom Report and its emphasis on the importance of 
practical subjects, and the Schools Council Project Technology, and its 
emphasis on the understanding of technology and its social implications, 
the fourth and fifth years of a grammar school were not really affected by 
these efforts.97 What is really happening is this: woodwork and/or 
metalwork for boys, and housecraft for girls is provided. One or more of 
engineering, technical drawing, architecture, economic and commercial 
subjects (usually for girls) are provided for the older pupils. Few schools 
provide an agricultural or horticultural course.98 It is worth noting that 
most teachers generally do not consider these subjects as an 'essential' 
part of curriculum content. 
3. Students' Interests 
However, courses such as book-keeping and accounting, art, craft (design 
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and practice), music, woodwork, metalwork, physical education, domestic 
science (home, family, and society), dressmaking, etc. are provided as 
electives at the Ordinary and/or Advanced Levels. In grammar schools, 
art, music, woodwork and/or metalwork for boys, and housecraft for girls 
are provided. Physical education is given in all schools, and is supple-
mented by organised outdoor games, athletic sports, and as a rule swimming. 
An important feature of secondary schools is a wide range of voluntary clubs 
and societies, mostly organised and run by pupils, pursuing their activities 
wholly or mainly outside school hours.99 Most schools have musical and 
dramatic societies, many have literary, debating, and scientific societies. 
Apart from the intrinsic value of these activities, they provide training 
grounds for the learning of responsibility. Teachers of many of these 
courses and activities have been increased, nevertheless shortage among 
adequately trained teachers still exists. 
III. TEACHING METHOD AND ORGANISATION 
1. Teaching Methods  
The curriculum of the grammar school rests on traditional concepts 
and needs. It is mainly organised to meet the needs of a small number of 
pupils many of whom intend to continue their education at a university. 
Towards this end, the traditional methods of instruction have been directed. 
Actual teaching methods have also been affected by the examinations. In the 
majority of grammar schools, traditional subjects are taught largely in 
traditional ways, and the pupils continue to be prepared for the same 
examinations. 
English literature and history, as Davies pointed out, degenerate into 
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compiled books containing an overwhelming mass of facts, many of which 
are useless and uninteresting for pupils. Latin often becomes a matter 
of memorising selected passages from a translation of the set books, and 
mathematics a series of subjects unrelated either to each other or to the 
needs and interests of theppupils. Individual efforts to discover, co-
operation work, experiments in teaching are pushed aside.100  Acquisition 
of knowledge for the purpose of examination becomes the aim of both teacher 
and pupil. Knowledge itself is divided into separate subjects. The result 
is a failure to hold the interest of the pupils and to develop their indi-
vidual potentialities. Despite the increasing number of pupils in the sixth 
forms, most pupils, when they leave school at the age of 16, have little 
desire to continue their education and have acquired few general interests 
which will furnish them with a rich background to their lives. They are not 
conscious of having received a training for their life as adults, based upon 
their individual needs and abilities. 
Some school activities only have value if the pupil continues his studies 
at the university level. The needs of the small minority who will proceed 
to a university very often control the education given to the entire school, 
although the great majority of the pupils will certainly leave at 16. 
Certain facts from a given period of history, for example, are taught not 
because they are interesting or valuable to the pupils, but because a 
syllabus has been drawn up by someone in authority. In science and 
mathematics the emphasis is often on the abstract, the academic, and the 
general, and much time is spent in acquiring skills in mathematics, or in 
learning a vast quantity of information which is of use only to the 
specialists. 
Little attempt is made to relate the subject-matter to the interests 
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and everyday life of the pupils. Far too little effort is made to relate 
the lessons of science and mathematics, for example, to the problems of 
society, to the industrial or agricultural needs. The grammar schools have 
increasingly been dominated by specialists each interested in the defence 
of his own subject. Stenhouse in 1975 stated that: 
"The power of the British school to define reality 
and knowledge is increased by the fact that in Britain 
the teacher is taken to be wise in deciding what his 
pupils shall learn and not simply knowledgeable in 
teaching them what they have decided to learn or what 
society has decided they should learn. Traditionally 
comparatively little choice of curriculum has lain with 
the pupil - as compared with the United States for 
example. And teachers have been rather free of policy 
constraints on the curriculum ... as compared say with 
Sweden, where most people would regard it as improper 
that curriculum decisions should lie with teachers rather 
than in the democratic political process.... The British 
system is well equipped to resist policies of indoctri-
nation being imposed upon it, and this also ensures that 
it is in a good position to resist the reality at its 
doors." 
101 
However, one of the major criticisms that can be levelled at the 
existing teaching method is that valuable qualities are aimed at but are all 
too rarely achieved. So the methods of teaching are still far from realising 
those aims expressed, for example, by the Spens Report in 1938: 
... to produce a generation of young people able to 
think consecutively and ready to express ideas exactly 
and coherently and to exercise due caution in accepting 
evidence and drawing conclusions." 
102 
Or those expressed by the Newsom Report in 1963 concerning the adult world 
of work and leisure, or those expressed by pupils and parents in the Schools 
Council Enquiry No.1 in 1968, that: 
"Both 15 year old leavers and their parents very widely 
saw the provision of knowledge and skills which would 
enable young people to obtain the best jobs and careers 
of which they are capable as one of the main functions 
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that a school should undertake. Teachers, however, 
very generally rejected the achievement of vocational 
success as a major objective of education." 
103 
Or those expressed by the Secretary of State in the Green Paper in 1977, 
that schools should provide pupils with "the essential skills needed in a 
fast-changing world of work."104 It is fair to say that many of the aims 
and objectives mentioned above may be considered as aspirations with 
inadequate attention being paid to the institutional means of achieving 
them. 
So while pupils, parents, economists, sociologists, and the State 
have all considered that the achievement of skills needed in a 'changing 
world of work' as an essential function of the school, teachers generally 
rejected that as an essential objective of education. The crucial point 
here, in respect of the values of the school, is the gap between pupils 
and parents and teachers. Certainly schools 
"go along with parents and pupils in valuing highly the 
achievement of such success. But teachers have tra-
ditionally known little of the early leavers' world. 
Probably only a minority of teachers can evaluate the 
pros and cons of various apprenticeships, or understand 
the rewards and the stresses of long-distance transport 
driving, horticultural work or motor car factory work... 
All this is easily understandable and many teachers 
are deeply concerned about the situation." 
105 
So to overcome the problem of neglecting vocational aims and goals, it is 
perhaps apparent that this cannot be dealt with by any curriculum project, 
but needs far greater awareness of its nature on the part of teachers' 
education, and in-service training. It is one of those problems which can 
only be solved by changes in teachers' attitudes.106 
It is obvious that many teachers can and do obstruct attempts to 
introduce changes into the curriculum. Teachers are often accused of 
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conservatism, of too great an attachment to tradition. Such an attitude 
is understandable when one realises that their standing often depends on 
the maintenance of those subjects and experiences in which they have a 
recognised expertise. This emphasises the need to improve in-service 
opportunities to enable the teachers to become rather less dependent on 
the skills and experiences they acquired in their initial courses. 
2. Organisation  
a) Streaming  
In England and Wales, two characteristic features of schooling have 
generally been held to have widened the disparity in the relative treatment 
of pupils from different social backgrounds.107 The first of these was the 
policy of selective secondary education. This policy was discussed in the 
previous chapter. The second feature is the policy of streaming. An 
awareness of the new developments in the field of intelligence testing in 
the 1930s,108  the reorganised schools now had the material facilities to 
break their groups of pupils into what were regarded as more manageable 
homogeneous units (within a particular range of measured ability). Since 
that time streaming had begun. In practice, however, as Kelsall and others 
point out, 
... it is known that allocation to a stream is 
influenced by social factors as well; and it has 
been clearly shown that of two children of 
approximately the same measured ability who find 
themselves in different streams, the one allocated 
to the higher stream tends to show progress in 
subsequent development and the other to show 
deterioration." 
109 
In grammar and other schools, for example, students were divided 
according to their ability, in three divisions: A, B, and C. The purpose 
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of this was to allow students to progress at their own speed, and in 
particular it was designed to rush the abler student into the sixth form 
at the earliest possible moment. The disadvantages of such a method have 
become apparent, for example, if we look at it from the point of view of 
the 'C' stream. We would find, as Davies pointed out, that: 
"Boys who go into 	 form in their second year in 
the school soon realise the implications of thier 
status. They are regarded, and often come to regard 
themselves, as stupid and lazy; good work is not 
expected from them, and soon they lose the capacity 
to do it ... As these boys pass up the school, from 
one 'C' form to another, many of them develop loutish 
characteristics and degenerate enemies of society." 
110 
This difficulty was increased by the fact that the 'C' pupils were 
taught very much the same subjects, in very much the same way as the 'A' 
pupils. Latin was dropped, but the 'C' pupils were compelled to struggle 
with French, no matter how little linguistic ability they may possess. 
Handicraft, practical subjects, commercial subjects, music, art, as well 
as physical training would help to satisfy the needs of the non-academically 
able pupils. In other subjects like, for example, mathematics and science, 
the 'C' pupils were often taught almost exactly the same subject-matter as 
their abler colleagues. If the school must be organised on the basis of 
ability, with all the disadvantages to the less able pupils, it would imply 
that school should provide, at least, a wide range of activities which would 
interest all pupils. When this is neglected, the whole process looks very 
much like a deliberate sacrifice of the needs of the less intellectual 
pupils to the interests of potential university and scholarship candidates. 
Consequently, a significant proportion of this group fail to succeed 
sufficiently in their secondary education to fit themselves for higher edu-
cation, and that those who fail in this way are heavily concentrated at the 
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lower level of the social scale.111 
A growing dissatisfaction with streaming was leading to setting first 
in mathematics, and then in other subjects. "Setting was seen to be useful 
way of permitting a group of pupils to select alternatives at any one point 
of time."112 This was perhaps considered as a response to an attempt to 
get more activities into the timetable. 
"In this case probably blocking is a more accurate 
description of what was happening. Setting normally 
implies differentiation of groups of children by 
ability whereas blocking implies more pupil choice ... 
little blocking of this type was taking place ... 
The major aim was to set subjects at the same time to 
permit the more able to be grouped together in the 
most appropriate way." 
113 
Setting and blocking reflected the expansions in the range of curri-
culum subjects. It led first in grammar school and then in the teacher 
training colleges, to a narrow specialist teaching, and to the narrow 
specialisation in the fourth and fifth forms. In recent years some schools 
introduced mixed ability forms of grouping.114 This kind of innovation 
involves considerable changes of methods and approaches, so that its 
success depends on the willingness of teachers to adapt their methods and 
approaches to the requirements of the changing needs. It is clear, then, 
if the role of the teacher is as central as this to successful curriculum 
development, no changes or innovations derived from outside will be 
successful unless there is a change in the teachers' attitudes. 
b) Integration  
Many pupils found the curriculum content a very disjointed and 
piecemeal affair, and lacked sequence mainly because of the traditional 
compartmentation of the subject-matter. Most teachers attempted to look 
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at the question of curriculum reform from the point of view of subjects, 
and ask which subjects ought to be added to or omitted from the curriculum 
content. From the early years of the grammar school right up to recent 
years, subjects had been treated separately, and separation between history, 
geography and social studies was quite strong. The division between the 
natural sciences into their existing watertight compartments, and even 
between English and literature was quite well established. The decrease of 
the form teacher and the increase of the specialised teachers have also 
maintained the boundaries between the subjects. 
Nevertheless, this has been met with widespread opposition, and there 
were many advocates of a general science course containing a considerable 
proportion of biology (including the facts of sex). Similarly, the Spens 
Report questions the wisdom of separating mathematics into different branches 
"as distorting the characteristic architecture of mathematics."115 The 
Newsom Report in 1963 advocated group courses and options between the 
subjects, and the balance between different areas of knowledge. This, 
probably, is the reason why the report did not give separate chapters to 
each subject but grouped them together in three broad fields of knowledge. 
"It is probable on the basis of the knowledge we have 
gained from our survey that his [the head's] timetable 
analysis will show for fourth year pupils the 
equivalent each week of two days for the humanities, 
one day for maths and science and two for the 'practical 
subjects' in the extended sense we have given this term 
... A school, however, which drastically curtails the 
time spent in one of these fields is not providing a 
suitable secondary education." 
116 
However, the fourth and fifth years of grammar schools were not going 
to look much different after this report. Practically all major reports, 
such as Hadow, Spens, Crowther and Newsom, have made their protests against 
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the organisation of the content, but these protests had little effect, 
especially on grammar schools. Of course different subjects received 
different weightings (reflected at least in the amount of time given to 
each of them), but the insulation between subjects was still very strong. 
Any attempt to weaken the subject boundaries 
... can be regarded as attempts to break or weaken 
existing monopolies. Knowledge ... is private 
property with its own power structure" and market 
situation. This affects the whole ambience sur-
rounding the development and marketing of new 
knowledge ... pupils are early socialised into 
this concept of knowledge as private property. 
They are encouraged to work as isolated individuals 
with their arms around their work ... It can be 
most clearly observed in examination halls." 
117 
This phenomenon could be seen until recently in any grammar school. Thus 
the approach to the nature of knowledge and its organisation was associated 
with Bernstein's concept of a closed society. 
However, there is a movement towards some form of integration as a 
possible solution to the psychological problems such as the rejection by 
many pupils of the content of their education, the absence of motivation, 
the feeling that there is little relevance in what schools are offering. 
For these reasons, many have recommended that the organisation of the content 
should be started from a consideration, not of the nature of knowledge, but 
of the needs and interests of the pupils. Others have looked to a complete 
change of methods, to the idea of promoting pupils' enquiry. It is possible 
to trace both interest-based and enquiry-based methods within existing 
subjects, not least those in which such schemes as the Nuffield Science 
projects are being operated.118 
Another reason for some form of curriculum integration is sociological. 
A changing society has inevitably created new bases for the organisation of 
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knowledge and these required that the traditional forms of knowledge should 
and can be changed constantly and continuously to meet the changing needs. 
Thus the reorganisation of knowledge must represent changes that are 
meaningful for both social and individual needs. An interesting example of 
this kind of reorganisation and regrouping of subjects is that which is 
taking place in geography which focuses several kinds of knowledge on the 
issue of man and his environment. So the new course is not an arbitrary 
collection of subject matter but it has a central focus such that provided 
by the controversial issues of Humanities Curriculum Project and new 
geography course. 
Another example is a new course taking place called 'Handicraft' 
through the linking of design studies with science and technology to form 
'Design and Technology' a new and very different curriculum subject.119 
The Schools Council's Humanities Curriculum Project is endeavouring to 
encourage senior pupils in secondary schools to explore topics of special 
interest and concern to them as members of modern society, topics such as 
relations between the sexes, law and order, living in cities, war, and so 
on. The Schools Council argues that such topics could not be dealt with 
adequately within any traditional subjects but would necessarily involve 
some kind of interdisciplinary development. Such topics also focus on the 
issue of man and his environment. 
Bernstein in 1971 distinguishes between two curriculum codes: the 
collection code and the integrated code. Within the collection code, his 
distinction is between specialised and non-specialised types. Within the 
English specialised type, he distinguishes two varieties: 
... a pure and an impure variety. The pure variety 
exists where 'A' level subjects are drawn from a 
common universe of knowledge, e.g. chemistry, physics, 
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mathematics. The impure variety exists where 'A' 
level subjects are drawn from different universes 
of knowledge, e.g. religion, physics, economics. 
The latter combination ... very rarely ... exists, 
for pupils are not encouraged to offer - neither 
does timetabling usually permit - such a 
combination." 
120 
Nevertheless, Bernstein observes that: 
"One can detect the beginnings of a shift in England 
from the pure to the impure variety, which appears 
to be trying to work towards the non-specialised 
type of collection." 
121 
Bernstein considers in more detail the implications of the movement 
from a collection to an integrated code, and from a specialised to a less 
specialised type, and he suggests that such a move "will lead to a 
disturbance of existing authority structures, existing specific educational 
identities, and concepts of property.u122 
The social and political implications have created a demand for curri-
culum integration. Bernstein stated that: 
"How a society selects, classifies, distributes, 
transmits and evaluates the educational knowledge 
it considers to be public, reflects both the distri-
bution of power and the principles of social control." 
123 
If this is so, then a major change such as the move towards different forms 
of integration must itself reflect changes in the distribution of power and 
principles of social control in society. Then, what kinds of change are 
being reflected? There is a move from a curriculum in which the subject 
boundaries are relatively fixed and strong to the one in which the boundaries 
are relatively wide and interrelated. This trend is - not rapidly, but 
firmly - proceeding. There is a trend towards increased integration in one 
aspect of a more general trend in education towards 'open' rather than 
'closed' schools, towards a mixing of categories, towards diversity rather 
than purity, and that this is symptomatic of basic changes in the culture 
of English society, particularly changes in the principles of social 
control. In short, there is a corresponding move from a 'closed' to an 
'open' society. 
These trends result in changes in the social order of the school. As 
for teachers' relationships with each other, when the subject boundaries 
are strongly maintained, the organisation of the school remains firmly in 
the hands of the heads of the subject departments, thus individual staff 
for the most part only get involved professionally within their departments. 
Any attempt to change these strong boundaries 
"may be felt as a threat to one's identity and may be 
experienced as a pollution endangering the sacred. 
Here we have one source of the resistance to change 
of educational code." 
124 
A move towards an integrated code will challenge this strong division and 
alter the relationship between teachers, since they must now learn to work 
together, to co-operate with each other across subject boundaries. So in 
each school a teacher should work not for an end peculiar to himself and his 
subject, but for the achievement of the common purpose of the educational 
process. 
This in turn is likely to lead to changes in the hierarchy of the 
institution and a major shift in its power base; divisions will be reached 
by different procedures and individual teachers will be more closely involved 
in them. Indeed, it is likely also to lead to situations in which the need 
for the participation of the pupils in decision making will be recognised. 
A move towards an integrated code will represent a move towards recognising 
the changing needs of the economy, towards the individual pupils and their 
needs, and towards recognising the nature of knowledge not as entirely God- 
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given (so it should not be altered) but as man made, and towards including 
commonsense knowledge in the curriculum.125 
IV. EVALUATION 
1. Aims of Examinations  
Having analysed the curriculum aims, content, and the organisation of 
the content, it is time now for a central component of curriculum process, 
which is the evaluation. The major aim of the 11+ examinations is to select 
for and distribute children at the different types of secondary school.126 
The 11+, CSE and GCE examinations are intended to assess past achievement. 
But both the 11+ and GCE examinations are also meant to predict future 
academic attainment.127 
If an examination has been successfully prepared and administered, it 
should be regarded, to the pupil, as a stimulus and a goal, to the teacher, 
it feeds back information about the effectiveness of his teaching and hence 
serve as feedback. To society at large, it furnishes a guarantee of 
competence in those examined to perform the task demanded of them by the 
jobs or professions they take up.128 It should diagnose and predict a 
pupil's probable future performance in some course of study or area of 
knowledge. To accomplish such purposes, examinations or measuring devices 
should be valid and reliable, and the aims and objectives of a course should 
be clearly established, and syllabus or content area within which the 
expressed objectives are to be achieved, should be defined. The organisation 
of the content and teaching technique should make possible the consistent 
evaluation of the achievement or potential of each pupil. It is also "to 
enable parents to be informed about their children's educational progress," 
and finally, "to provide information about pupils at points of transition 
within the education system and when they leave school to start work or to 
go on to further and higher education."129  
Of course many of these purposes are seldom, if ever, achieved, even 
in such widely used examinations as the CSE and GCE. In grammar schools, 
for example, external examinations, even at this stage of school work, are 
allowed to cramp the education of many pupils. Sixth form teaching in this 
school is intended almost exclusively to prepare pupils for the GCE and 
university scholarship examinations. So with a national system of 
examinations, it is perhaps inevitable that examinations do in fact dictate 
the curriculum to some extent, especially when past papers are so freely 
available to teachers and pupils alike. Given that examinations have such 
a pervasive influence in the secondary school, it is surprising that there 
has been little research into their functions and effectiveness. However, 
efforts to fill this gap and to meet the most necessary examination purposes 
are increasingly being made, as will be indicated by the analysis which 
follows. 
2. Types of Examinations  
Written, oral and practical examinations are all used. The essay form 
of written examination is the most popular. In recent years, variations on 
these traditional forms of examination have begun to be tried out. One of 
the most important of these is the continuous assessment. Objective tests 
have also been used but on a small scale especially in secondary education.130 
The 11+ examination is conducted by the teachers and administered by 
the local education authorities. The procedures they use vary considerably 
in detail, but in general they are broadly similar. The following are the 
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techniques most generally used: 
"a) Standardised objective tests of intelligence ... 
b) Tests, usually objective and frequently 
standardised, of attainment in formal English and 
arithmetic. These two means are employed by the 
very large majority of authorities. They are 
usually checked by 
c) Reports from Primary School Head Teachers, and 
frequently by 
d) Scrutiny of records of children compiled over the 
period of primary education." 
131 
The tests are usually given to the children in their own schools, by 
their own teachers, who then mark the tests according to the instructions 
supplied to them. According to these instructions, the teachers convert 
the 'raw' scores into 'standard' scores. The marks are then sent to the 
local education office, where the marks are checked and all candidates from 
different areas are ranged in a single order of merit. A number of candi-
dates on the top of this order of merit may be allocated to grammar schools. 
How far down from the top of the order, this will be largely determined by 
the proportionate number of grammar school places available in the area.132 
It is, as Dent points out, 
"there is no absolute standard by which children 
qualify for entry into the grammar school, and it has 
been a constant cause of complaint that there is great 
disparity between L.E.A. areas ... in the provision of 
grammar school places." 
133 
The 11+ has for many years been the cause of more anxiety, frustration 
and disappointment than any other aspect in the educational system, for 
both children and parents.134 Therefore, from the late 1950s onward growing 
numbers of local authorities 'abolished' the 11+; that is to say, they 
abandoned some of the techniques, or spread the tests over a longer period, 
or otherwise rendered the selection procedure less harmful and less obvious. 
Moreover, the rapid increase of comprehensive schools during the 1960s and 
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and 1970s expedited this process of 'abolition' of the 11+. 
Before the GCE, the work of the grammar school was based on a system 
of frequent mark-lists. At the end of each period, a mark must be provided 
for every pupil in each subject. The marks obtained were added together 
and the position in the form was found, and the promotion from one form to 
the next is considered. This system of marks made it easy, at a glance, to 
observe the progress of every pupil. Anxious parents could be confronted 
with a mass of marks, which were usually quite adequate to convince them of 
the efficiency of the school organisation.135 
However, it cannot be claimed that numerical marks provide an accurate 
evaluation of a pupil's work. In the literary subjects, for example, 
numerical marks are not a precise guide to progress. Any teacher is capable 
of appreciating the progress or lack of progress of his pupils without 
consulting such numbers. 
Recently, however, teachers adopted a variety of procedures for 
assessment, alone and in combination. There is, for example, the minute-to-
minute questioning and scrutiny of pupils' work that is an ordinary part of 
the school day. There are the setting of oral and practical tests, and of 
periodic internal school examinations.136 Here the professional competence 
and knowledge of the teachers are of prime importance. 
The GCE began in 1951, and the CSE in 1965. Both are individual subject 
examinations, and the Certificates list the subject(s) in which a candidate 
has satisfied the examiner. Both are set by external examining boards each 
of which operates on a national scale. The GCE examinations are intended 
to be taken by pupils in the top 20 per cent of the ability range. The CSE 
examinations are designed to be taken by pupils in the 40th-80th percentile 
of the ability range.137 In other words, the GCE 0 and A Levels have been 
- 306- 
traditionally taken by the more able pupils while the CSE was designed 
for pupils of average ability. The argument under which this Certificate 
was introduced was that: 
"Examination results do not offer a comprehensive 
picture of the abilities of any individual school 
leaver and many pupils will continue to leave without 
achieving graded examination results ... This raises 
the question of whether there should be leaving 
certificates for all pupils." 
138 
The CSE has six grades, its highest grade could be compared with the GCE 0 
Level, so there is an overlapping between both examinations at this level. 
By being based on subject examinations, some schools are offering as little 
as one subject on the Certificate.139 
All grammar schools prepare their pupils to take the GCE, and the 
majority of their pupils sit these examinations usually between the ages 
of 15 and 18. The examinations can be taken at two levels, ordinary and 
advanced. There are also scholarship papers, higher in standard than the 
advanced. Passes are based on individual subjects, not groups of subjects, 
as was the case with the former School Certificate. So, a GCE can be gained 
by passing in one subject only at the '0' Level; and a candidate may go on 
adding other subjects indefinitely, at 0 or A Level, or both. 
A GCE examination may not be taken by a candidate under the age of 
sixteen, unless 
111 ... the head teacher certifies that it is desirable 
on educational grounds to enter him earlier, and that 
he has pursued a course of study with such competence 
that it is probable he will pass the examination in 
the subjects for which it is proposed to enter him." 
140 
The majority of grammar school pupils under the age of sixteen are 
entered for examinations at the '0' Level. University requirements vary 
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from one college or department to another, but the absolute minimum is 
generally a pass in four or five subjects of which two at least must be 
passed at the 'A' level. The local education authority grants for 
university or comparable courses are given on the basis of the GCE results. 
It is worth noting that the GCE examinations are administered by examining 
boards, most of which are university boards. 
The GCE '0' Level tends to be more 'academic' than experimental. For 
academic subjects they usually consist of written papers and in some 
instances a practical or performance test. In general, the written papers 
are of an essay type and the candidate has to give answers to, or write an 
essay on, a number of topics chosen from a large choice offered. For 
example, these are questions in British and European history: 
"What were the achievements of Alfred the Great? 
Describe the life and work of either Thomas Becket 
or Simon de Montfort." 
141 
Recently, some objective tests have also been introduced by several boards. 
A few boards have also begun to try out continuous assessment of schoolwork 
on a small scale. The examinations of practical subjects are usually in 
two sections, written paper(s) and practical test. Most papers, generally, 
seem to have a time limit of about 21 hours. 
The papers and practical pieces are marked according to the marking 
schemes prepared by the Chief Examiners and the examiners' panel. All 
examiners have to send samples of the papers they have marked so that they 
can be checked. The marks are standardised by discussion and by reference 
to the standards of previous years.142 
The CSE examinations tend to be more 'experimental' than the GCE 
examinations. These examinations are set in three modes.143 In mode 1, 
the syllabuses and examination papers are usually set and marked by the 
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boards. Examinations often consist of a written paper, a practical test 
and course work. In this mode, objective tests are, to some extent, used 
in the written examinations, and most examining boards have introduced 
'continuous assessment' of course work as part of both their academic and 
practical examinations. Thus, examinations in this mode are prepared and 
assessed in a similar manner to the GCE examinations. In general, therefore, 
the policies of CSE and GCE are fairly similar, but the roles of the teachers 
are more important in the CSE than in the GCE. 
3. The Reliability and Validity of Examinations  
In academic subjects, essays are still a widely used type of assessment 
in the GCE if not the CSE. There are two main forms of essay test, the 
subject-matter essay test and the composition test. The evidence from most 
of the research made so far suggests that: 
"Subject-matter essay tests tend to be marked more 
reliably than composition essays, but both need to 
be marked carefully if they are to have satisfactory 
reliability. The composition tests in particular 
need to be marked twice if the marks are to have a 
reliability of 0.7 or more. The reliability of 
examinees is largely unexplored. The evidence on 
validity indicates that concurrent validity is often 
almost as high as marker reliability." 
144 
As for oral and practical tests, although they have been used for many 
years, there is so far little evidence about their reliability and validity 
at the secondary school level. Some of the little research made, however, 
suggests that: 
... carefully prepared tests may have reliabilities 
of up to 0.8 and concurrent validities of up to 0.5 
to 0.6. These values tend to increase when two or more 
independent assessors are used." 
145 
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Some interest is now being shown in objective tests, partly because 
they are easier to mark reliably and quicker than essay tests. The main 
types of objective tests which are commonly used are the short answer items 
and multiple-choice items. The evidence from studies carried out in America 
and in Britain indicate that "well-constructed objective tests can have 
high internal consistency and mark re-mark reliability (up to R of 1.00) 
and acceptable concurrent validity (R = 0.5 or better)."146 
Concerning course work and internal school examinations, these two 
forms of assessment are considered together because, so far, there is little 
evidence of their effectiveness, and also because they are both involving 
internal assessment by teachers. These two types have been introduced into 
the CSE on a large scale in an attempt to overcome some of the difficulties 
arising from the use of completely external examinations, and they began 
to be tried out recently in GCE examinations for the same reasons. The 
evidence so far indicates that new methods. of assessment need to be developed 
if full advantage is to be taken of the benefits of school-based examinations. 
It appears to be especially difficult to include reliable and valid oral and 
practical sections in such examinations at the moment. 
So far the research has concentrated on the concurrent validity of 
examinations largely because the greatest information is available about 
these aspects of the GCE and CSE. "The investigation of content and 
predictive validity of academic examinations has scarcely begun."147 The 
reliability and concurrent validity of the various forms of examinations 
identified here are indicated in Table 3. 
The research suggests, as indicated in Table 3, that the objective 
test comes out best overall (in terms of reliability and validity), followed 
by the essay, course work, oral and practical examinations. The evidence 
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TABLE 3: APPROXIMATE RELIABILITY AND CONCURRENT VALIDITY OF 
DIFFERENT FORMS OF ASSESSMENT 
Types of tests Marker Reliability 	 Concurrent Validity 
 
Mean Correlation 	 Mean Correlation 
Essay (composition) 
	
0.7 to 0.8 	 0.4 to 0.7 
Objective 
	
0.9 to 0.99 
	
0.5 to 0.7 
Oral 	 0.6 to 0.8 	 0.5 to 0.6 
Practical 	 0.6 to 0.7 	 0.5 to 0.6 
Course work 	 0.6 to 0.7 	 0.6 to 0.7 
Source: Connaughton, I.M., 'The Validity of Examinations at 16-Plus,' 
Educational Research, No.11, 1969, p.174 
also indicates that the more specific and detailed the examining procedures 
to be followed, the more reliable and valid the examinations tend to be. 
Moreover, if aims, objectives and procedures are not clearly stated, it is 
difficult to review, and revise examinations effectively.148 
Conclusion  
Since public examinations influence the curriculum of secondary school, 
there is a need, therefore, for the planning of both to be done jointly, 
and for teachers to be more closely involved in the planning and conducting 
of public examinations. In fact, an acceptance of this idea was part of the 
rationale for the introduction of the CSE examination as a result of the 
Beloe Report of 1960. The various modes of assessment made available to 
teachers by the CSE examination and the real involvement of teachers in 
the examining processes have done much to show how teachers can be given 
increased control over this particular source of influence on curriculum 
development. 
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The School Council, despite its tremendous efforts on curriculum 
development, has failed to achieve the minimal unifying effect which 
would have been gained by combining the GCE and CSE examinations at 16+. 
For this, a proposal made by the Schools Council may come into operation 
about 1980.149 In some cases joint GCE and CSE syllabuses have already 
been approved and established, thus paving the way for the possible 
introduction of a single, public examination at 16+ in the near future. 
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PART FOUR 
This part consists of two chapters, 6 and 7. These two chapters 
deal with details of the contextual variables in Egyptian society and 
the general secondary school curriculum since 1952. Chapter 6 is 
concerned with the socio-economic, political, and educational changes 
and non-changes which have and have not taken place since the 1952 
Revolution up to 1974. From 1974 right up to the present day the 
revolutionary policy has been undergoing considerable changes, for 
better or worse; this period, therefore, will need a separate study 
and so it will be dealt with here - but not in considerable detail. 
Chapter 7 will be devoted to the curriculum development in the 
general secondary school in Egypt since 1952. Consideration will be 
given to the extent to which the curriculum of this school has or has 
not responded to the changes which have taken place and the extent to 
which the encyclopaedic curriculum theory has informed the curriculum 
practices in Egypt. 
CHAPTER 6 
THE CONTEXTUAL VARIABLES 
IN EGYPT SINCE 1952 
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I. SOCIAL CHANGE 
1. Social Classes  
Egyptian society pre-1952 Revolution was characterised by an unusual 
combination of very marked economic inequality with distinctive social 
classes and cultural homogeneity.1 Egyptian social classes and economy 
were divided as follows: higher class or large landlords; upper-middle 
class or bourgeoisie; lower-middle class or urban petty bourgeoisie, 
upper-lower class or town workmen; and finally, lower class or peasantry 
(or fellaheen).2 
The higher class consisted mainly of landlords. A small group of 
people who did not exceed half a per cent of Egyptian population owned 
about 34 per cent of Egyptian land. Those people had justified their 
existence so little as the Egyptian landlords, who had all the defects of 
a privileged class unredeemed by any of the virtues of a ruling class. 
Politically, landlord class was all-powerful. They wielded considerable 
political influence in their districts but their pressure made itself felt 
mainly at election times. Otherwise they left their peasants alone. Although 
their intellectual dispositions and influence were distinct from those of the 
higher professional class, especially the lawyers used to merge socially and 
politically with the landlord class. 
The upper-middle class was small in number and had little political 
influence. It consisted mainly of directors of joint-stock companies, 
landowners, lawyers, ex-official, generally connected with politics, and 
elected by the predominantly foreign boards of directors with a view to 
giving their firm an Egyptian tinge.3 As for most of the members of this 
class, their higher degree of culture and social consciousness on the one 
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hand, and their realisation of the fact that the poverty of the majority 
of the rural population severely limited the expansion of industry on the 
other, had given them a much keener awareness of Egypt's problems than 
the large landlords. 
The lower-middle class consisted of government officials, employees, 
tradesmen, the less successful members of the professions and the upper 
layer of artisans, and was passing through a severe crisis. The expansion 
of education and the reduced expansion of civil service had created a 
large proportion of unemployment among the members of this class. The 
Egyptian traders, lawyers and doctors had to face the rivalry of foreigners. 
The young Egyptian employees felt themselves surrounded by a hostile ring 
of Levantine clerks, while their more distant prospects were blocked by 
the foreign hands of the business.4 The inability of successive governments 
to solve social and economic problems had disgusted the youth of the towns 
with the political order in that time and aroused a keen desire for change. 
The lower class consisted of two groups - town workers and peasants 
or 'fellaheen'. Concerning the first group, the most useful and compre-
hensive study is the survey of poverty carried out in 1938 by the Egyptian 
Association for Social Studies. No fewer than 3,333 family budgets covering 
16,900 individuals mainly living in cities, were examined. The result is 
summarised as follows in the Association's Report for 1941: 
"From a close study of these cases, the following 
composite picture emerges: a family of 5 persons 
living in 1.6 rooms, working 37.2 weeks per year, 
having a total annual income of £E21,075, and 
spending monthly 195 piastres for all purposes of 
which 121 goes for food, 25.3 for rent, 23.4 for 
clothing, 3.9 for miscellaneous, a large part of 
which is for tobacco. The average debt is 24 piastres 
but 90 per cent of the families report no debt at all. 
It is not known how this deficit is made up, and 
surmise only can suggest the answer, i.e. failure to 
pay bills, loans, ... or charity." 
5 
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"By way of deviation from this 'model' poor family, 
let us look at the condition of the poorest 
quarter, 833 families. In number the general 
average is 5.6 persons to a family. They live in 
one room, have 71 weeks of work per year, a total 
annual income of 909 piastres, and a monthly 
expenditure of 83. Of this 52 is spent on food, 
10 for rent, 8 for clothing, 4 for amusements, 4 
for medicines also and 5 for tobacco, ... etc. 
This group reports no debt, but their total annual 
expenditure exceeds their income by 87 piastres." 
6 
The picture requires little comment, but two aspects need stressing. 
First, the terrible overcrowding in which the bulk of the Egyptian 
population lived made European slums seem almost palatial by comparison. 
Second, malnutrition and ill-health were prevalent. And the result was 
the prevalence of pellagra, lung disease, rickets and dental caries.7 
Such an atmosphere was not designed to breed the kind of serious-
minded workman taking an intense pride in his work and interest in working-
class affairs, such as one meets in Europe; though there were many such, 
especially among graduates of industrial schools. Foreign industrialists 
often complained of the negligence and low productivity of Egyptian workmen. 
There was no doubt that the Egyptian worker had not yet been - in the 
factory - sufficiently long to develop an industrial ethos. 
Nothing had been done for the town workers. Educational facilities 
were inadequate, which can be seen from the fact that only 42 per cent of 
the population (above 5 years) of Cairo and Alexandria were literate.8 
Technical schools were especially lacking, but the poverty of the trade 
unions had prevented them from meeting that deficiency, while the long hours 
of work left little energy or time to the worker. 
A striking feature of the peasant was his poverty. Table 1 shows a 
typical family budget. 
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TABLE 1: ANNUAL COST OF LIVING OF A FAMILY OF FIVE PERSONS 
IN LOWER EGYPT 
LE 
Food 17,900 
Soap, petroleum, utensils 1,960 
Tobacco 3,600 
Clothing 2,870 
Total 26,330 
Source: Issawi, C., Egypt: An Economic and Social Analysis, 
London, Oxford University Press, 1949, p.153 
The discussion of this budget in terms of many values does not mean, 
of course, that the transactions were in money. Cleland, in 1936, pointed 
out: 
"Most of the fellah's trade is done by way of barter. 
The goods he both produces and consumes, naturally 
have a cash value, and that has been considered in 
making the budgets. He exchanges products direct 
whenever possible, for example, he would probably 
barter his eggs in the village shop for soap, tea, 
sugar or tobacco. The barber is paid occasionally 
by a few measures of maize. For new clothes, 
petroleum, etc., he most probably pays cash, which 
he gets by disposing of a sheep or goat, or cheese, 
or butter, etc." 
9 
It should not be thought that the Egyptian peasant, like the French, 
spent little in order to save. His house was a two-roomed mud-brick hovel, 
in which he spent the night in company with his beasts, the daytime being 
passed mainly in the open. His furniture consists of a wooden chest, a 
stove, a few pots and pans, blankets and mattresses. His working clothes 
were rags. Any savings he succeeded in putting aside were used to purchase 
a small patch of land, unless they were spent on festivities. 
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For the peasant was in very close contact with the soil he tilled. 
His house was of mud. He spent his day knee-deep in mud. He drank the 
muddy water of the Nile. The earth and above all the Nile, form the 
subject of many fertility rites, some going back to the time of the Pharaohs. 
The peasant's maize and vegetable diet - meat was eaten, at most, once a 
month - explains the high incidence of pellagra and possibly the prevalence 
of tuberculosis. All these diseases had sapped the peasant's vitality.
10 
Girls must bring to their husbands a virgin body. Marriage was almost 
universal and was usually contracted at an early stage. Family life was 
patriarchal, especially in the rural areas. Wives were treated with 
affection, especially if they bore children, and in view of their numerous 
and varied economic functions, enjoyed a freedom far greater than that of 
townswomen. 
The peasant was very gregarious - he could not be otherwise, seeing 
that in the Nile Valley it is literally impossible to be out of human sight. 
There was absolutely no sort of civic life, but the absence of civic life 
did not entail absence of mutual aid. All observers point to the remarkable 
helpfulness shown by the peasants to each other both in the field and in the 
home. Integrated in his village, the peasant was cut off from the civilising 
influence of the towns. The larger landlords were absentees. Government 
officials, irrigation inspectors, rural doctors, judicial officers, etc., 
naturally fled the village and lived in the capitals, especially in Cairo 
or Alexandria. 
No wonder then that the peasant was profoundly ignorant. Some have 
mistaken his ignorance for innate stupidity; this is easily refuted by 
pointing to enormous numbers of sons of peasants who have had distinguished 
careers in European universities. Moreover, the recent developments are 
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helping to dispel that ignorance. There was no doubt that the peasants' 
social and national consciousness was increasing rapidly during the period 
in question, and this had resulted in the fact that during the Second 
World War the landowners remained in Cairo or Alexandria, confessing freely 
that they would rather face German bombs than their peasants.11 
It is a fact that about a tenth of the land and a great part of the 
country's industrial and commercial capital was foreign-owned. Another 
equally significant fact was that the most important activities in the 
country were dominated by the foreigners as shown in Table 2. 
TABLE 2: DISTRIBUTION BETWEEN MAIN OCCUPATIONS - EGYPTIANS AND 
FOREIGNERS 1937 (PERCENTAGE OF TOTAL EMPLOYED POPULATION) 
Egyptians Foreigners 
Agriculture 59% 1% 
Industry and transport 10% 24% 
Commerce and finance 6% 22% 
Services 5% 20% 
Others 20% 33% 
Source: Cleland, W., The Population Problem in Egypt: A Study 
of population trends and conditions in modern Egypt, 
Pennsylvania, Science Press Printing Co., 1936. 
Table 3 presents the numbers of foreign communities according to 
the Census of 1947. 
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TABLE 3: 
Greeks 69,000 
Jewish 63,000 
Italian 48,000 
Armenians 20,000 
British 14,000 
French 10,000 
Total population 18,967,000 
Source: The 1947 Census, Annex 1, p.67 (in Arabic). 
The foreign communities consisted of the Jews, Armenians, Greeks, 
Italians, French and the British. As for the Jews, the census gave the 
number of Jews as 63,000. Of this the majority were of Egyptian nationality, 
but there were also many Italian, Spanish and French Jews. In Egypt, as 
elsewhere, the Jews tended to concentrate on, and exert a large control 
over, finance, and commerce and, lately, industry. They were also well 
represented in the professions and journalism and formed a large percentage 
of the staff of the large business houses.12 
Until relatively recently there was no very marked specifically anti-
Jewish, as distinct from the general anti-foreign, feeling. This arose 
perhaps from the fact that Jews did not compete with Egyptians in government 
jobs and that Jewish usurers confined their activities to the upper classes 
and did not operate in the villages. The spread of anti-Semitism in Europe 
has, however, had marked repercussions in Egypt, and the Palestine question 
has powerfully reinforced anti-Jewish sentiment. Culturally, the younger 
generation of Jews have no ties with Egypt, the bulk have been educated in 
French schools and have looked to France as their spiritual home. 
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The political power enjoyed during the last century by the Armenians 
has gone without prospect of return. In 1947 the 20,00013 Armenian 
residents played a humble but useful part in industry, the crafts and 
petty trade. 
The Greeks, who numbered 69,00014 formed the largest, oldest and most 
diverse of the European communities. Generalisation is particularly 
difficult in their case since Greeks were found in large numbers in the 
professions, in the villages and in the ranks of the industrial workers, 
but their commercial character was especially marked. 
The Italians, of whom there were some 48,00015 
 in 1947, had provided 
the country with some of her artists and some of her skilled artisans. The 
fascist organisations in Egypt equipped the Italian community with many 
fine schools, clubs and swimming-pools, but produced a collective arrogance 
which greatly increased the Italians' unpopularity. 
Although the French community numbered only 10,000 in 1947,16 
 its 
cultural influence was the greatest. French schools had done more than any 
single factor to introduce European ideas in Egypt. The circulation of 
French newspapers probably equalled that of all the other foreign papers 
put together. The leading scientific, technical and literary reviews were 
written in French. French was the language of polite society and the one 
most naturally used in addressing a stranger. Nevertheless, French was 
rapidly losing ground in favour of English and parents were tending to send 
their children to British rather than French schools. And it must not be 
forgotten that English was the main language taught in government schools. 
The British community (14,00017 apart from the military and other 
British subjects) consisted of technicians and teachers, employed by the 
Egyptian government, and business men. The cultural influence of the 
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British, though growing, was inferior to that of the French. For many 
years the only important English school in Egypt was Victoria College, in 
Alexandria. But during the last twenty years before the Revolution, many 
schools had opened or enlarged, and the British Council had founded 
institutes in the main towns. 
II. SOCIAL MOBILITY 
Britain dominated the Egyptian political life, while France was the 
strongest influence on cultural and intellectual life, and the Greeks and 
Italians controlled commerce. Even some Egyptians found it hard to shake 
off the belief that this was a natural phenomenon. But the majority of 
Egyptian people did not accept their miserable lot as inevitable because 
the revolutions against small and selfish ruling classes had succeeded else-
where. Eventually they found leaders among young army officers who were 
middle or lower-middle class, but were unmistakably Egyptian and Egyptian 
educated. 
The Egyptian Revolution on July 23, 1952 which deposed the hundred 
and fifty year old dynasty and destroyed the well-entrenched power of an 
immensely wealthy and self-confident ruling class, can claim to be the 
least violent and least bloody in recorded history.18 
The Free Officers, as they called themselves, had been planning this 
revolt for years in secret against heavy odds. They had a clear idea of 
what they wanted to destroy in Egypt - the monarchy, the power of the 
landowners, foreign influence and the corruption of political life - and 
they had a vision of the kind of society they wished Egypt to become. But 
they had had very little time to study the political techniques needed to 
make the vision a reality. 
When the Free Officers had succeeded with their revolution, they had 
two alternatives before them: one was to return to their barracks in the 
hope that, with King Farouk out of the way, Egypt's political system 
would purge itself of the remaining rottenness. The other was to stay and 
govern themselves. It very soon became clear that the first course would 
lead to chaos; as long as Egypt's social and economic system remained 
unchanged, the political groups such as Muslem Brothers and Communists 
would just wait for the Wafid Party to crumble before trying to seize power 
themselves. In addition, the Free Officers had believed, quite correctly, 
that the failure of the 1919 revolution was because its leaders "could 
not see clearly that a revolution cannot achieve its aims for the people 
unless it goes beyond the mere political goal of independence and tackles 
the roots of economic and social problems. "19 These left the Free Officers 
with the second option, and here the trouble was that they had no political 
experience or ideology. They were forced to be completely pragmatic in 
their approach to government.20 
Thus, the fall of the old regime, and the ending of the foreign 
influence were not the only objectives of the Revolution, but rather, the 
building up of a new social order characterised by sufficiency and justice. 
The basis of work was six principles declared from the start epitomised in 
the National Charter as follows: 
"1) Destruction of imperialism and its stooges among  
Egyptian traitors. 
2) Ending the feudalism. 
3) Ending monopoly and the domination of capital over  
the government. 
4) Establishment of social justice. 
5) Building of a powerful national army. 
6) Establishment of a sound democratic system." 
21 
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These principles, of course, were not a complete theory of a 
revolutionary task, but they were a guide to work from the start. In 
the meantime they were activated and developed through interaction with 
actual experience during the first ten years after revolution, into a 
defined framework which has been embodied in the National Charter declared 
on May 22, 1962 and which depicted the fundamental features of the new 
society which Egypt is to build. 
The new regime believed that political freedom was meaningless unless 
combined with social and economic freedom. Therefore, the social and 
economic policies of the Revolution were often motivated by distributional 
objectives. At a more general level improvements in the standard of living 
of the poor, a reduction in the degree of income inequality accompanied by 
increases in the income of the less-favoured groups, a better distribution 
of public goods such as education, health and social services, and more 
equal opportunities for the underprivileged are all relevant criteria to 
an assessment of economic development. 
The land reform and land reclamation are the main factors of change. 
The immediate effect of the successive laws was to remove the top bracket 
in the existing distribution of land ownership, thus improving the relative 
distribution of income and wealth. The land reform involved a simple 
transfer of income from landowners to the smallholdings and landless. 
Although rents charged after the agrarian reform in 1952 were lower than 
before. 
The estimated number of landless families (defined as neither owning 
nor renting land) in 1950 at 1,270 and in 1965 at 960,000.22 By the late 
1960s about 400,000 families including some three million individuals 
benefited by land redistribution from both land reclamation and land reform. 
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Average wage for adult males was EE0.10 in 1950 and £E0.22 in 1965. The 
average annual income of a landless family was estimated at £E26 in 1950 
and £E59 in 1965. The cost of living rose during this period very slightly. 
The interesting feature of this change is the fall in the number of 
landless families as well as the rise in real incomes. 
The smallholdings held (either as tenants or owners) parcels of less 
than five feddans was estimated at 787,000 families in 1950 and 1,600,000 
in 1965. The average annual income was calculated at £E78 in 1950, and 
£E125 in 1965. The share of this group in total agricultural income was 
17.5 per cent in 1950, and 34 per cent in 1965. As changes in average 
incomes for landed peasants are strongly influenced by changes in the 
composition of the ownership. 
Tenants enjoyed probably a higher rate of real income growth between 
1952 and 1965 as rents did not rise in the same way as gross value added. 
The increase in the income of these new entrants is much more substantial 
than that of old owners and tenants in this group. 
An important change in the distribution of agricultural income between 
1952 and 1965 is the disappearance of the 'more than 100 feddan'. There 
were some 600 big landowners with 500 feddans each, they would have received 
from renting their land, at about £E30 per feddan, an annual gross income 
of EE15,000 and probably this amount would double if they cultivated the 
land directly. The '100 feddan and plus' group appropriated in 1950 an 
estimated 25 per cent of gross agricultural income. The average income 
from land amounted to EE14,000 annually, some 540 times as much as the 
income of a landless family. In 1965, however, 421,000 feddans were held 
in parcels of 100 feddans, accounting perhaps for a share of 4 per cent of 
total agricultural income. 
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Nationalisations automatically improved the distribution of income 
and wealth by transferring the ownership of means of production in large 
areas of the modern sector to the State. These measures were accompanied, 
however, by a large number of new projects, and by the Socialist laws 
which granted substantial benefits to workers. Industrialisation, 
increasing industrial wages, and distribution of profits, combined with 
various measures to hold down the cost of living, have substantially 
increased the incomes of the urban working class. Therefore, increases 
in real income were accompanied by a reduction in the input of effort and 
this implies a welfare gain. The health services and social insurances 
represent a value added to the real income. 
Government civilian employment increased from an estimated 325,000 
in 1952 to 1,035,000 in 1966/7.23 The share of this group in the country's 
labour force rose from 9.6% to 15.4%, its share of the national income rose 
from 8.6% to 13% in the same period. Average annual income (at current 
prices) increased from £E240 to £E323 between the two years.24 The university 
graduate usually enters at grade 7 (it was 6 grades until recently), and he 
may legitimately expect to reach the top of the ladder during his life of 
work. 
Current public expenditure on health increased at almost 11% on average 
per year between 1952/3 and 1969/70.25 The per capita expenditure on health 
services increased from £E0.47 (index = 100) in 1952 to EE1.206 (index = 252) 
in 1965.26 In 1952 there were 5,200 doctors, or one for every 4,000 
inhabitants. In 1964 there were 13,000 or one for every 2,000 inhabitants. 
Egypt, like many other large developing countries, is losing large numbers 
of doctors through the brain drain. The number of hospital beds more than 
doubled from about 35,000 in 1952, to 74,596 in 1972.27 
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There is no doubt that considerable progress has been achieved and 
that the average Egyptian today is healthier than his elders twenty years 
ago. Per capita consumption of medicines increased, and it is interesting 
to note in this context that the number of chemist shops has increased from 
680 in 1952 to 1,977 in 1972.28 Much remains to be done, however, to free 
Egypt from diseases and to lower the relatively high level of infant 
mortality. 
The expansion of education, social-services, housing and public 
utilities is great since 1952.29 The increase in consumption is enormous 
to the extent that many economic difficulties arose due to it. The idea 
that the mass of the Egyptian people deserve to be compensated for their 
past sufferings colours all government thinking. It is the reason for the 
continuation of subsidies for basic necessities despite Egypt's economic 
difficulties, which are partly due to a massive rise in consumption. Until 
1974, the government could passionately discard any scheme that allowed 
prices to rise as a means of reducing consumption. 
There is little doubt, however, that rural areas have benefited under 
the Revolution from a rise in the share of public expenditure on social 
services. Achievements after 1952 have been significant. An interesting 
study by the Ministry of Planning reveals, however, the degree of disparity 
in the social services between rural and urban areas in 1966/7, see Table 4. 
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TABLE 4: SOME INDICATORS OF RURAL-URBAN DISTRIBUTION OF SOCIAL 
FACILITIES 1966/7 	 (PERCENTAGE) 
Urban Govrs. Provinces 
Population 21.8 78.2 
Students in primary education 27.6 72.4 
Students in preparatory education 35.7 64.3 
Students in secondary education 42.4 57.6 
Hospital beds 41.4 58.6 
Social centres 13.2 86.8 
Local administration revenues 29.7 70.3 
Local administration expenditures 13.3 68.7 
Source: Ministry of Planning, Indicators of Regional Development 
1964/5 - 1966/7, unpublished memorandum, Cairo, 1968, 
pp.148-57 
  
This is significant for hospital beds and for the spread of education 
above the primary level. And the discrepancy between public administration 
expenditures and revenues implies a hidden subsidy from provinces to the 
urban governorates. That the proportion of students in primary schools in 
the provinces is close to the proportion of their population in total is, 
however, a measure of the progress accomplished in certain fields. 
In removing Egypt's former cultural aristocracy from power the 
government is also trying to push through a technical and economic revolution. 
Egypt's new higher class is composed of remaining landlords, scientists, 
doctors, engineers, architects, army officers, and factory managers.30 In 
the universities the brightest students generally take medical or engineering 
degrees, while the less promising study the social sciences. Professors in 
the arts faculties unanimously complain of a drop in standards which is due, 
at least in part, to a change in the cultural climate of the country. Anyone 
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who mixed with the witty, cosmopolitan, self-confident members of the pre-
revolutionary Egyptian cultural elite is likely to find their successors 
philistine, serious, and dull. But they have a much better understanding 
of their country's needs. 
The Islamic ideal of human equality leaves the way open for upward 
movement from the bottom to the top of Egyptian society. With the removal 
of the hereditary royal family and the big landowners, and the present 
government's reiteration of its concern for the 'common man', this ideal 
has taken on somewhat more visible substance than it had prior to 1952. 
At present while ownership of land is still an accepted means of 
confirming one's status, other factors are assuming greater importance. 
Success in industry and commerce is now a factor in social status and 
prestige, and government service is increasingly popular among young 
people.31 In keeping with this trend, education,  is also assuming greater 
importance as a means of rising on the social scale. Where once literature, 
the fine arts and religious studies provided prestige for the individual, 
now training for industry, commerce or government work has also opened the 
way to wealth and position. Today, therefore, a new factor has been intro-
duced: the recent Egyptian aspirations to power are of a degree and kind 
that will require the transformation of the traditionally passive Egyptian 
masses into a source of active political, economic, and military strength. 
The present conflict between the old and the new takes a number of 
forms. The challenge of the new faces primarily from actions taken by 
educated people and the government. More jobs of more different kinds 
are available, travel is easier for the villagers and is more frequently 
undertaken, and the blaring radio with its movie music is favoured over 
local poetry and singing. While a village has a largely illiterate adult 
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population, nearly all of its children are literate, and they know more 
about more subjects than do the adults. The old values of society are 
challenged, while the new ones are said to be contained within a kind of 
Socialism which replaces the society of families with a society where 
the workers and fellaheen take its place. 
The status of women in Egyptian society has substantially changed: 
they were given the franchise rights since the 1956 Constitution as well 
as equality with men in most areas of work. The National Charter in 1962 
stated the principle: 
"Woman must be regarded as equal to man and she must, 
therefore, shed the remaining shackles that impede 
her free movement so that she may play a constructive 
and profoundly important part in shaping life." 
32 
During the first half of the present century, there was the traditional 
belief that the education of girls was wasteful, if not useless. This 
attitude has changed, and now the strongest single factor behind the 
gradual emancipation of women in Egypt has been the growing acceptance of 
their right to equal educational opportunities with men. The proportion 
of girls in all stages of education which did not exceed 6 per cent in 1937 
amounted to 38 per cent and 36 per cent and 34 per cent in primary, 
preparatory and general secondary education respectively,33 
 and in 1962 
26 per cent of university students were girls. 
Thus, social change and social mobility could be attributable to four 
major changes: modernisation or technological change; demographic change; 
political change; and educational change. 
- 339 - 
1. Modernisation in Agriculture  
a) The Agrarian Reform 
Before the introduction of the 1952 agrarian reform, over 94% of all 
landowners shared only 35% of the cultivated land, while the remaing 6% 
of the owners held 65%. While 188 landowners held over 1,000 feddans each, 
some two million farmers owned one feddan or less.34 About 67% of the land 
was leased by landless peasants. By the time of the Revolution, rents 
sometimes exceeded the entire value of the crop that could be produced on 
the land. 
Land reform was not an idea unique to the Revolution government, but 
all previous attempts in that direction had failed, by a parliament 
dominated by big landowners and rich merchants and industrialists, most 
of whom had invested heavily in land. 
In less than two months after the Revolution, the Agrarian Reform Law 
was announced on September 9, 1952. An explanatory note to the law explained 
its social objectives: 
"There are social justifications which must not be over-
looked because the distribution of wealth in Egyptian 
rural districts is at variance with any concept of 
justice ... The unequal distribution of agricultural 
wealth gives rise to social evils. One of the biggest 
effects of these evils is the enslavement by a minority 
of the big landowners of the peasant and the direction 
of the country's general policy according to their 
personal interests, which in no way conform with the 
principles of democracy ..." 
35 
An individual could retain a maximum of 200 feddans, while transferring 
an excess of up to 100 feddans to his children. Surplus lands would be 
purchased by the state for seven times the basic land tax, equal to ten times 
the rental value. In a sense it was a moderate measure since even 200 feddans 
of irrigated land in the lower Nile Valley or Delta was still worth between 
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EE100,000 and EE140,000.36 The reduction in rents was more radical since 
it affected small and medium landowners also and benefited the poorer sections 
of the farming community. The significance of the 1952 agrarian reform was 
that it sharply reduced, though it did not destroy, the political influence 
of the big landowners. 
Again in 1961, other laws and decrees amended the terms of the original 
bill. Law No.127 of July 1961 limited to 100 feddans the holding of any 
individual or organisation, this was amended to 50 in 1969. But even this 
was certainly not Socialism - it might be compared with anti-monopoly 
legislation and redistributive taxation in capitalist countries. 
By 1966, about one million feddans had been expropriated and 700,000 
feddans had been redistributed to some 290,000 families,37  comprising 1.5 
million individuals. Distribution of land has increased the average size of 
the smallest farms by 50%. Since the reform law calls for distribution of 
no less than 2 and no more than 5 feddans to -a recipient, it appears likely 
that 2 feddans is considered to be the minimum holding necessary to provide 
a family with a bare living. The reform has transferred control of the 
majority of the available land from the absentee aristocracy to the resident 
smallholder and has left a large share of farm income in the hands of the 
producers, see Table 5. 
b) Land Reclamation  
Due attention has been paid by the government to the land reclamation 
as the only way for expansion of the cultivated area. The National Charter 
aptly sums up the vast goals of the land reclamation programme: 
"The horizontal expansion of agriculture into arid lands, 
and the operations for the reclamation of new lands must 
not halt for a single second. Green areas must expand 
daily on the banks of the Nile. A day shall come when 
every drop of the Nile shall be able to flow over its 
banks and generate an ever dynamic life." 
38 
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TABLE 5: 	 LAND OWNERSHIP IN EGYPT 
Farm size 
(feddans) 
Before 1952 Land Reform - 1965 - 
Thousands of 
owners 
% of 
total land 
Thousands of 
owners 
% of 
total land 
Under 5 2,642 35.4 3,033 57.1 
5 - 9.99 79 8.8 78 9.5 
10 - 19.99 47 10.7 61 8.2 
20 - 49.99 22 10.9 29 12.6 
50 - 99.99 6 7.2 6 6.1 
100 - 199.99 3 7.3 4 * 6.5 
200 and over 2 19.7 
Total 2,801 100.0 3,211 100.0 
* 4,210 owners of 100 feddans each 
Source: C.A.P.M.S., Statistical Handbook, Arab Republic of Egypt, 
Cairo 1972, p.54; Wilber, D.N., U.A.R. Egypt, its people, 
its society, its culture, New Haven, Hraf Press, 1969, 
p.316; Mabro, R., The Egyptian Economy, 1952-1972, 
London, Clarendon Press, Ox., 1974, p.73 
The pioneers among the reclamation projects were the Tahrir Province, 
the New Valley and the Natrun Valley. In 1972, almost one million feddans 
were reclaimed, that is 16% of the whole cultivated land at mid-century.39 
Within the reclaimed areas, each farmer receives a plot of two to five 
feddans, a house, cattle, and implements, and a loan from the local Co-
operative. For each area of 4,500 feddans, a school, a medical unit, a 
veterinary unit, and premises for each Co-operative are provided. For each 
area of 13,500 feddans the Ministry constructs a market, a mosque, a club, 
and premises for town council and for a branch of the Agricultural and Co-
operative Credit Bank. 
Over 400,000 families including some three million individuals benefited 
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by land redistribution of both reclamation and agrarian reform. Co-
operative Societies were established all over the countryside to offer 
various forms of aid to farmers. In 1971 the number of such societies 
reached 5,013 covering all Egyptian villages.40 
c) Peasants and Land  
Egypt is the scene of a struggle between modern techniques and 
traditional methods. On the whole, the country has benefited from the 
impact of the new ways; land reclamation, the scientific development of 
irrigation and the introduction of new farming techniques have brought 
bigger crops. However, the rate of population growth has absorbed much 
of the growth in national output. 
Total agricultural production has increased 20% since the mid-1950s, 
and food production has increased 23%;41 population has grown so rapidly, 
however, that per capita output has barely been maintained. In the struggle 
to support a large population on the limited land available, Egyptian agri-
culture has become so organised and controlled, relatively well administered, 
and highly productive. Because of the intensive farming and multiple 
cropping, yields per feddan are very high for almost all crops. Each 
cultivated feddan produces an average of 1.7 crops per year, and over 
99.5%42 of the cultivated land is under irrigation. 
A number of factors, in addition to methods of cultivation, contribute 
to this unusually high productivity: 1) an agricultural labour force with 
centuries of experience in settled farming, 2) ease of communication between 
government and farmers, growing out of geographical cohesiveness and a 
tradition of government control, 3) a good 'growing climate', with abundant 
sunshine, and 4) fertile soil which until recently had been constantly re-
plenished by deposits of silt from the Nile. 
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Throughout most of Egypt's history, the fellah has been treated by 
his rulers as an expendable economic resource. Successive Egyptian 
governments - most of them alien - used the food supply and tax revenue 
they extracted from the peasant to perpetuate themselves. The victim of 
countless oppressions and indignities and living in unrelieved monotony 
and poverty, the fellah had been brought too low to be able to help himself 
without a great deal of compulsory assistance from the government. 
Since 1952, however, comprehensive and determined efforts have been 
made to improve the lot of the fellaheen - described as the backbone of 
the Revolution - through agrarian land reform, land reclamation, agricultural 
co-operatives in every single village, increased supplies of fertilisers, 
loans in cash in the harvest seasons, and improvement of health services 
and sanitation measures (see Tables 6 and 7). 
TABLE 6: LOANS OFFERED FOR AGRICULTURAL CREDIT AND CO-OPERATION 
fE.000 
Year 1952 1960 65/66 66/67 67/68 68/69 69/70 
Amount 
of 15960 36548 79345 86273 78478 68843 80868 
Loans 
Source: C.A.P.M.S., Statistical Handbook, 
1952-1972, Cairo, 1972, p.49 
Farming practice in Egypt is slow and unevenly changing under the 
impact of modern knowledge, where government experts are given a free rein, 
mechanisation and scientific soil treatment almost completely exclude the 
older ways. The high yields obtained by the government experimental 
stations show that the old methods and practices of cultivation are 
344 - 
TABLE 7: NUMBER OF AGRICULTURAL CO-OPERATIVES, MEMBERS AND 
THE CAPITAL 1952-1971 
Year Number of 
co-operatives 
Members Capital 
1952 1727 498,652 661 
1965 4839 2,368,984 2653 
1966 4879 2,532,579 2682 
1967 4921 2,750,876 2801 
1968 4955 3,046,099 2996 
1969 4998 2,921,369 3993 
1971 5013 3,119,481 7404 
Source: C.A.P.M.S., Annual Yearbook of U.A.E., Cairo, 
1973, p.17 
laborious, wasteful of seeds and natural fertilisers, and are comparatively 
less profitable. However, in spite of the government's ambitious land re-
distribution programme and its avid encouragement of the use of mechanised 
and scientific methods, the fellah is not easily turned from the traditional 
procedures he has learned for so long from his elders. Thus, the agri-
cultural sector is indeed in need of a more educated and trained labour 
force. 
d) Agriculture and Economy  
Egypt has realised considerable economic progress during the last two 
decades especially in the field of industrialisation. Agriculture, however, 
is still the backbone of the Egyptian economy as it constitutes 33 per cent 
of the gross national products. The total value of agricultural production 
in 1970 reached about £E1075.1 million,43 that is one third of the total 
national income. In 1965 agricultural exports constituted 72 per cent of 
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Egypt's total exports. The proportion of capital invested in this sector 
is 20 per cent of the total capital. 
Moreover, agriculture will continue to occupy this important position 
until the industrialisation programmes are promoted and until a balance 
between the different economic activities is effected like other countries 
of the world which passed through the same stage. In the USA income from 
the agricultural sector constituted 40 per cent of the national income in 
1800, and now it does not exceed 7 per cent. 
For a long time Egypt's economic structure in general assumed an agri-
cultural character. In 1907 the proportion of persons occupied in the 
agricultural field reached 70 per cent of the total manpower against 11.5 
per cent in the field of industry. After World War II and with the expansion 
of industry, the workers in the agricultural field decreased to 58 per cent 
in 1960 and 51.3 per cent in 1970, while the proportion occupied in industry 
increased to 12.6 in 1960 and to 18.6 in 1970, see Table 8. Agriculture, 
however, is the way of life for about 60 per cent of the total population. 
It contributes one third of the gross national product and the tangible 
progress in this field has a direct bearing on the general economic de-
velopment of Egypt. 
In assessing the possibilities of agricultural development, the available 
resources and the implemented and scheduled agricultural programmes, especial-
ly after the completion of the High Dam, indicate that the increase of 
agricultural production at a rate higher than the population increase is 
not possible. It is not expected that this development could be impeded by 
insufficient manpower on condition that immigration from the countryside to 
the towns should be decisively stopped. Still the rapid development in the 
field of agriculture is not an easy task especially under the present 
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TABLE 8: PERCENTAGE DISTRIBUTION OF LABOUR FORCE BY ECONOMIC 
ACTIVITY IN EGYPT (1907-1970) 
Years 1907 1917 1927 1937 1947 1960 1968 1969 1970 
Agri-
culture 70.0 68.5 67.0 69.0 62.4 58.0 54.7 52.5 51.3 
Industry 11.5 11.5 10.5 10.6 12.3 12.6 17.0 17.4 18.6 
Trans. 	 & 
trad. 7.6 10.0 12.5 10.4 12.1 11.7 12.8 13.3 13.5 
Services 10.9 10.0 9.9 10.0 13.2 17.7 15.5 16.8 16.6 
Total 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 
Source: C.A.P.M.S. Population and Development, Cairo, 1973, 
p.174. See also, Mabro, R., The Egyptian Economy 
1952-1972, Oxford, Clarendon Press, 1974, p.207 
conditions where capital investment in this field is not sufficient, the 
tools are still, in general, primitive, and the high rate of illiteracy 
among agricultural workers and the narrowness of land holdings and the need 
for more organised systems and more educated and trained people who are 
able to use mechanised and scientific methods of cultivation, irrigation 
and harvest. 
2. Modernisation in Industry  
a) New Policy  
Most of the industries which existed before 1952 were consumer industries 
taking their raw materials from agricultural products such as the food 
industries, textile industries and furniture manufacturing industries. 
Industry could not realise any progress except after 1930 with the intro-
duction of custom-protection measures in the country. After World War II 
it became comparatively important with the establishment of some modern 
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industries such as rayon, paper, jute and fertilizer industries. 
As a matter of fact, there was no well-defined industrial plan except 
after the 1952 Revolution which can be considered a real turning point in 
the history of industry in Egypt. Since then, evident care has been given 
to the existing industries as well as to the newly established ones. Since 
1952, 800 new industrial projects have been established costing £E1,000 
million.44 Industrial projects before the Revolution were dominated by 
individuals, and aimed at realising quick profits without taking into con-
sideration the national interests. For this reason production industries 
had no real existence mainly because they needed big capital and trained and 
skilful workers. 
The new pattern of economy is not to be achieved by a communist-type 
of uniformity of economic structure but by diversity within unity. Thus 
the national economy was divided into three sectors: public sector, which 
would lead progress in all domains; private sector, characterised by its 
individual creative initiatives, would participate within the framework of 
the overall national plans; and the co-operative sector, which would keep 
alive the traditional crafts and brings modern methods and machinery within 
reach of the fellaheen. 
The dominantly free enterprise policy was replaced, therefore, by a 
Socialist one depending on economic planning and state control. The 
Constitution stated that: 
"The national economy should be organised in accordance 
with comprehensive development plan which ensures 
raising the national income and improving the living 
standards." 
45 
The planned economic policy necessitated the establishment of a number 
of institutions, the most remarkable of which are: the Permanent Council 
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for the Development of National Production (P.C.D.N.P.) in 1953; the 
National Planning Committee for Drafting the National Comprehensive Plans 
for Social and Economic Development in 1955; a new Ministry for Industry 
was established in 1956; and a new Ministry for Scientific Research was es-
tablished in 1964. 
Ownership, which was dominantly individual before the Revolution, has 
been changed, through a series of nationalisation schemes, to two styles of 
ownership: public and private. The National Charter pointed out: 
"Nationalisation is the transfer of one of the means 
of production from the sphere of private ownership 
to that of public ownership." 
46 
The State was keen to lay down a well-defined plan for the co-
ordination of resources, potentialities and requirements and effecting a 
balance in the fields of economic activity, instead of depending on agri-
culture alone, or on agricultural raw materials in industry. 
b) National Planning  
In January 1957, a National Planning Committee was set up whose aim was 
to prepare a long-term plan for social economic development. This Committee 
formulated a plan for industrialisation that was put into operation in 1958. 
But the planners realised, and the government soon learned, that industry 
could not be planned in a vacuum; therefore, in July 1960 a Comprehensive 
Five-Year Plan for 1960-5 was launched. This was to be followed by a Second 
Five-Year Plan for 1965-70 with the target of doubling the national income 
by 1970. The 1958 plan for industry, which had already had considerable 
success in speeding up industrialisation, was absorbed into the new Five-
Year Plan which covered the agricultural sector as well. 
This time 80% of the £E1,636.4 million to be invested would be under-
taken by the public sector. About 40% would be allocated to industry and 
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20% to increase the agricultural potential. The estimated distribution 
of investment between the various sectors in the first Five-Year Plan is 
as follows in Table 9. 
TABLE 9: 	 DISTRIBUTION OF INVESTMENT BETWEEN THE VARIOUS SECTORS 
IN THE FIRST FIVE-YEAR PLAN (1960-1965) 
Sectors Investment 
(Million EE) 
Agricultural, irrigation and drainage 335.9 20.5 
High Dam and Suez Canal 82.3 5.0 
Industry and Electricity 574.7 35.2 
Transport, Communications and Storage 234.2 14.3 
Housing and Public Establishments 187.6 11.5 
Services 101.7 6.2 
Changes in Stocks 120.0 7.3 
Total 1,636.4 100.0 
Source: Abdallah, H., U.A.R. Agriculture, Cairo, Ministry 
of Agriculture, Foreign Relations Department, 1965; 
Wilber, D.N., United Arab Republic, New Haven, 1969, 
p.209; Mansfield, P., Nasser's Egypt, Great Britain, 
1965, p.134 
As this table shows, the heaviest concentration of investment is in 
industry and electricity. The industrial sector is expected to generate 
an increasing share of the national income, and the agricultural sector's 
share to decline. 
The basic aims of the first Five-Year Plan were to increase national 
income by 40 per cent, and to double it by the end of the ten-year period. 
"In terms of overall goals, Egypt did better than 
most similarly situated countries during the first 
plan period, and particularly during the first four 
of the five years." 
47 
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TABLE 11: NUMBER IN EMPLOYMENT IN AGRICULTURE AND INDUSTRY AND 
THEIR RELATIVE CHANGES DURING THE FIRST FIVE-YEAR 
PLAN (1960-65) 
Sectors Base Year 
1959/60 
No. of 
Workers % 
Agri- 
culture 4325 54 
Industry 601.8 10 
Total 
No. of 
Workers 
in the 
Plan 	 6006.0 100 
1st Year 
1960/61 
No. of 
Workers % 
2nd Year 
1961/62 
No. of 
Workers 	 % 
3rd Year 
1962/63 
No. 	 of 
Workers 	 % 
4th Year 
1963/64 
No. of 
Workers 	 % 
5th Year 
1964/5 
No. of 
Workers % 
3600 55 3600 54.1 3632 52.9 3673 51.9 3785.0 51.5 
625.6 9.6 679.0 10.2 725.9 10.5 789.7 11.1 825.0 11.2 
6511.9 100 6659.9 100 6868.2 100 7085.0 100 7333.4 100 
Source: General Frame of the Five-Year Plan for Economic 
and Social Development, July 1960 - June 1965, 
together with information from the Ministry of 
Planning. 
The results' growth were immediate, especially in the industrial 
sector. Industry's contribution to GDP had been growing by about 10 per 
cent annually. GDP, in turn, increased by only 6.9 per cent.49 After the 
1967 war with Israel, various problems persisted, despite the government's 
desire to ignore them, but the next change involved temporary abandonment 
of the Second Plan. Instead, Egypt adopted a three-year plan 'Accomplishment 
Plan' for the period 68-70 to fulfill all the original goals of the Second 
Five-Year Plan, with some additions and adjustments for petroleum discoveries. 
In that time a revised budget was published for the fiscal year ending 
June 30, 1968, that cut all expenditures except defence to the bone and 
allocated EE232 million of public funds to investment. So, the Arab-Israeli 
War in 1967 must have inhibited for a while any new attempt.50 
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In 1972, a ten-year plan was announced, but it is very difficult to 
find any data about it or to trace it. 
Since 1974 a new economic policy, called the 'open door' policy has 
been adopted. 
"The open door economic policy would supply the most 
modern technological means towards the rapid and 
intensive industrialisation needed to promote experts 
by raising their standards." 
51 
It would encourage foreign investors to invest their money in long-term 
projects in the country. Suspicion has been expressed concerning the 
success of this new policy. So far some foreign investors have been 
reluctantly accepted to invest in the country, even though many of those 
who came invested their capital in short-term projects. A research carried 
out by two Egyptian economists about foreign banks in Egypt at present 
concluded that, despite many facilities offered to these banks, a 
significant proportion of their money - as much as 43%, including the 
savings of Egyptians - has been transferred abroad instead of investing it 
in Egypt.52 
It could be suggested that an analysis of this new policy should take 
into consideration three main criteria: political grounds or political 
stability; economic grounds; and communication and facilities. 
c) Industrial Output  
According to statistical data, 1,440 industrial projects were scheduled 
to be completed during the First Plan. Six months before the end of the 
plan period, 786 had been completed and 41 had reached the 'running-in' 
stage. Another 121 were under construction, and 126 had been postponed or 
cancelled.53 
By 1965, the industrial sector (broadly defined to include manufacturing, 
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mining, petroleum, and electric energy) employed some 843,000 workers and 
produced goods valued at EE1,173.4 million, see Table 12. 
The total value of industrial production rose by 285 per cent during 
the period 1951/52 - 1967/68. While industry contributed in 1950 about 8.4 
per cent of the total national income, this rose to about 22 per cent in 
1966, see Table 13. In 1970, the industrial production was estimated at 
£E2252.4 million, while the GDP was estimated at £E5306.6.54 Manufacturing 
industries include the industrialisation of products from cotton, rice, 
wheat, sugar-cane, milk products, vegetables, fruit and mineral products. 
Many important industries have been promoted, such as fertilisers and 
chemical industries, including sulphuric acid, super phosphate, alcohol, 
soap, medicine, and plastic. The spinning and weaving industry contributes 
the largest rates towards the national economy. The government has paid 
due attention to the iron and steel products as well as the products of 
cars, lorries, television sets, refrigerators, tractors, and railway wagons, 
etc. 
TABLE 13: PERCENTAGE SHARE OF AGRICULTURE AND MANUFACTURING INDUSTRY 
IN NATIONAL INCOME (1950-1966) 
Year 
	
Agriculture 	 Industry 
1950 44.7 8.4 
1955 35.8 10.8 
1960 29.9 19.8 
1966 29.0 21.7 
Source: Anis, M., Study of National Income of Egypt, 1958; 
C.A.P.M.S., Statistical Handbook, 1972. 
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Concurrent with this development geological surveys have been made in 
remote areas and prospecting has taken place for natural resources which 
have lain untapped in unproductive areas. Large deposits of good quality 
iron ore have been found, mainly in the region around Aswan, and plans have 
been carried out to exploit them. 
Similar development has taken place in the oil industry, although 
Egypt is still far from becoming a major oil exporting country, but the 
exportation of oil has increasingly continued. New commercially usable 
strikes have been made in the Red Sea areas. Foreign oil companies have 
been granted exploitation rights and some have been given exploration 
concessions in the Eastern and Western deserts. A system of pipelines has 
been carried out to transport refined products to industrial regions.55 
d) The Industrial Structure and the State  
Since 1952, the government has acquired ownership of as much as 90 
per cent of the basic means of industrial production. The 1961 industrial 
census pointed out that most industry was nationalised, it recorded 884 
establishments with over 50 employees and 3,171 smaller firms; both totals 
undoubtedly have risen substantially since that time. 
The State continues to stress the fact that it is proper to introduce 
incentives into the socialised industries, and that this step has been taken; 
it is stated that since a fourth of the profits of the companies in the 
public sector is distributed among the workers, it is in their own interest 
to increase production. In addition, since the workers sit on the boards 
of directors of these companies, they feel a sense of participation and 
responsibility. 
Despite obvious progress, industry suffers acutely from mismanagement, 
bureaucratic chaos, shortage of skilled workers, excessive employment at 
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government urging, and the lack of raw materials and equipment. 
e) Industrialisation and Urbanisation  
The general trend of the industrial planning is to increase the share 
of the rural areas as to services, so that the assurance of these services 
may help the farmer to increase his income. However, most of the major 
industries are concentrated in Cairo, Alexandria and Aswan. In Cairo alone 
there are about 22% of the major establishments of Egypt, followed by 
Alexandria, Gharbia and Dakahlia, respectively. These four governorates 
account for about half of the industrial establishments. 
The industrial policy now gives considerable care to establishing 
small factories in rural areas and small towns in both upper and lower 
Egypt. As a matter of fact, the Egyptian countryside is still far from 
the required industrial level. There is no doubt that partial and disguised 
unemployment which is directly connected with the problem of overpopulation 
cannot be solved except by laying down extensive programmes for the 
industrialisation of the countryside, training the agricultural workers in 
rural manufactures such as canning, carpets and spinning and weaving industries 
as a preparatory step for their promotion in the industrial field. This may 
help to provide higher incomes for the rural inhabitants thus keeping them 
from migrating to urban areas where they may find no chance of remunerative 
work. 
f) Labour Force  
After 1952, great care was paid to workers: in industry Western 
methods are replacing the work of small artisans and craftsmen except in 
some of the highly skilled working trades. These workers, together with a 
fair number of the landless fellaheen, are gradually being absorbed by the 
expanding factories, and establishing new ones. The National Charter 
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asserted the right of every citizen for work, and stated that: 
"We should remember that the right for work in 
itself is the right for life, in so far as it is 
the actual confirmation of the existence and the 
value of the human being." 
56 
In 1959, the Ministry of Social Affairs and Labour was created, to 
be followed, in 1961, by a separate Ministry of Labour. Presidential 
Decree No.1201, 1964 reorganised the Ministry of Labour and defined its 
duties. It was to study and devise the labour policy in accordance with 
Socialist principles, and especially to provide the people with opportuni-
ties for stable and remunerative labour and to ensure such labour relation-
ships as would help to increase production and raise the standard of living. 
Major changes in labour legislation and policies were introduced in 
1961 and 1962. A profit sharing scheme compelled firms to distribute 25 
per cent of their net profits to the benefit of their workers and employees. 
Cash payments to personnel amounted to £E3.75 million in 1962 and £E5 million 
in 1964/5.57 
Membership of company boards was reorganised; the number of members 
limited to seven including two elected representatives of the personnel, one 
weekly paid worker and one salaried employee. Hours of work were reduced 
from 48 hours to 42 hours a week at the old wage. This decree also provides 
that workers could do 12 hours overtime in a week, at a premium above normal 
wages.58 Workers and employees were, however, forbidden to cumulate two 
jobs, inter-firm mobility became difficult, especially in the public sector 
where the former employer's permission had to be sought before the transfer. 
Children under 12 may not be employed, and until age 15 they may not work 
more than six hours a day. Women are guaranteed non-discrimination when 
they hold the same job as male workers. They are entitled to 50 days of 
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maternity leave, at 70 per cent of their pay. 
The minimum wage of £E0.250 (later to rise to £E0.300 then to £E0.400) 
was enforced in the public sector. This regulation was recently extended 
to the private sector. Average wages of manual workers in modern industry 
rose sharply between 1962 and 1964. Thus, the average money wage index 
(1953/4 = 100) for manual workers in industry rose from 128 in January 1962 
to 169 in January 1969. The wages in this sector rose from £E82 million in 
1960/61 to £E182 million in 1969/70, an increase of 122 per cent amounting 
to £E100 million.59  
Dismissals became almost impossible both in law and in practice 
especially when the Arab Socialist Union was at its most active defending 
workers against their employers in the private as well as the public sector. 
Social insurance became compulsory and the employer's contribution was 
raised from 7 to 17 per cent of salary. Workers were guaranteed fourteen 
days paid holiday plus five national holidays a year. Sickness leave was 
increased to 180 days a year during which the worker is entitled to 70-80% 
of his basic salary.60 
Whether consciously or unconsciously, Egyptian industrial workers are 
aware that so far they have benefited most from the country's economic de- 
velopment since the Revolution. In many respects they constitute a privileged 
class. All this has been done for the workers according to Nasser's doctrine 
that the mass of the people (workers and fellaheen) have been deprived for 
so long that they deserve to be compensated. The strongest criticism that 
can be made is that the government has conferred benefits to the workers 
much more than to the fellaheen; and this has encouraged emigration from 
rural to urban areas. 
Egypt now has for the first time in its history an industrial working 
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class - together with the problems characteristic of the growth of that 
group. The productivity of workers in industry has risen, but it is still 
very low as compared with advanced nations. It is low for a number of 
reasons: government employment practices, lack of technical skills and 
health problems of the workers. 
The main developments for 1937-60 are shown in Table 14. The total 
labour force increased by more than 1.19 million between 1937 and 1960. An 
interesting feature is that between 1947 and 1960 the labour force increased 
at a much slower rate than total population (less than 1% against 2.5% per 
annum). Agriculture employed less than 400,000 of an increment of 1,917,000 
over the whole period. More than 1.5 million had to find jobs in other 
sectors. 
TABLE 14: LABOUR FORCE AND EMPLOYMENT BY SECTORS 1937-1960 (IN THOUSANDS) 
Sectors 
	 1937 	 1947 	 1960 
Labour force 5,809.2 6,994.6 7,726.6 
Agriculture 4,020.4 4,085.7 4,406.4 
Mining and quarrying 10.8 13.0 21.1 
Manufacturing 352.7 560.6 713.1 
Electricity, gas, water 21.0 22.6 36.8 
Construction 120.7 113.3 158.8 
Transport 138.9 203.3 260.2 
Commerce 439.5 590.4 641.4 
Other services 701.7 1,051.8 1,369.4 
Unspecified 3.5 353.9 119.3 
Source: Population Census 1960, Vol.II, Supplementary 
Table IV; Mabro, R. (op.cit.), p.205 
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Industrial employment grew from a very small base (its share in the 
total was only 6.1% in 1937) and in relation to the period growth of 
industrial output after the 1952 Revolution, manufacturing employment 
expanded at a moderate rate (1.9% annually between 1947 and 1960, to be 
compared with an average rate of growth of real industrial output of some 
7 or 8 per cent).61 The very nature of modern industrial development - 
which leads to the adoption of labour-saving technology and involves 
structural shifts towards capital-intensive industries such as chemicals, 
petroleum, paper, and metals - explains this performance. 
The bulk of the increase in the labour force found employment in the 
tertiary sector (including activities which the census failed to specify). 
The share of this sector in total employment increased from 24% in 1937 to 
about 30% in 1947, and to 31% in 1960. An interesting feature is that the 
increase in this sector during the period from 1947 to 1960 was very small 
due to the shift towards manufacturing and industry. As construction, 
transport and commerce, the increase of employment in these sectors was 
relatively moderate. The more interesting feature is the increase in 
employment in the services sector in the provinces, due to the concentration 
of most of the industries in the main cities and towns. 
Changes in the sectorial pattern of employment after 1960 follow the 
same general trend as shown in Table 15. But there are certain differences. 
The rate of growth of total employment was much faster than between 1947 and 
1960 (2.6 per cent against 1.0 per cent),62 approximating the rate of 
population growth. Industrial employment expanded faster than before 
because of a higher rate of investment as well as a result of employment 
policies; after nationalisation in 1961 and 1962 the government compelled 
public companies to engage more persons than they actually required. The 
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inadequacy of these policies reflect to a large extent the inadequate 
resources of an underdeveloped country faced with a war with Israel, 
population explosion, and subjected to internal and external pressures 
for rapid development. 
The apparent increase in construction, transport, commerce and 
services seems overstated: the High Dam, irrigation workers and land 
reclamation, and investments undertaken under the first and second Five-
Year Plans (1960/1 - 1969/70) only explain a large part of the increase. 
Thus, the country is moving from a stage where agriculture is dominant to 
the stage where the share of industry and other sectors are becoming large. 
TABLE 15: 	 EMPLOYMENT BY SECTORS 1960/1 - 1969/70 
a) Total numbers (thousands) 
Sectors 1960/1 1964/5 1969/70 
Total employment 6,511.9 7,373.9 8,274.7 
Agriculture 3,600.0 3,751.0 4,048.3 
Industry and electricity 638.7 843.0 938.9 
Construction and transport 418.7 629.1 735.1 
Commerce 663.0 729.7 801.7 
Services 1,191.5 1,421.1 1,750.7 
b) Annual average rates of growth (percentage 
1960-1965 1965-1970 1960-1970 
Total employment 3.2 2.3 2.6 
Agriculture 1.0 1.5 1.3 
Industry and electricity 7.1 2.2 4.4 
Tertiary 5.3 3.2 4.2 
NOTE: estimates seem restricted to the employment of industry 
within establishments, thereby excluding jobbing artisans, 
services include the government but not the army. 
Source: 
	 Ministry of Planning, Follow-up Reports, various issues. 
The labour force is defined as the portion of the population whose 
energy can be used in economic activity whether they actually contribute 
to the production of economic commodities and services, or otherwise are 
capable of and willing to work and also looking for work.63 In accordance 
with this definition, the percentage of individuals of employment age (15-65) 
in Egypt is less than its counterpart in developed countries such as the USA 
and UK, and the percentage of children and unemployed women is higher than 
its counterpart in these countries too. However, these last two groups 
require commodities and services as consumers, so the age structure in 
Egypt has a harmful effect on production. 
However, the rate of labour force to the whole population has a tendency 
to decrease; it was about 27.4% in the year 1969 and reached about 26.4% 
in 1970. This is due to the policy of the State which enables the individuals 
to carry on the education to a greater extent than before. 
As a result of employment policy, the percentage of unemployment is not 
very high, it was estimated at about 2.2 per cent of the labour force in 
1970. The maximum rate of unemployment reached 5.4 in the big towns and about 
half of this rate (2.9 per cent) in other towns. But the rate of unemployment 
reached its minimum (1.1 per cent) in the countryside. In Table 16, most of 
the unemployment belonged to the age category between 20 and 29 years as 
this group contributes to the total unemployment with the largest proportion 
of 30 per cent. In fact, the females of this group contribute to a large 
extent in the unemployment among this group, since they get married and 
leave work within this stage. However, the percentage of unemployment of 
the labour force within this age group is 2.9 per cent. The maximum rate of 
unemployment is 5.3 per cent among the age group category between 15 and 19 
years old, this is due to the fact that most of the members of this group 
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are students in secondary education. 
TABLE 16: PERCENTAGE DISTRIBUTION OF THE UNEMPLOYED BY AGE GROUPS 
(1970) 
Age Groups Distribution of Unemployed 
Rate of 
Unemployment % 
10-14 15.0 4.1 
15-19 27.0 5.3 
20-29 30.3 2.9 
30-39 12.0 1.2 
40-49 8.0 1.1 
50-64 6.7 1.0 
65 and over 1.0 0.6 
Source: 	 C.A.P.M.S., Facts and Figures, Cairo, 1972, p.17; 
Statistical Reports, various issues. 
The lack of entrepreneurship and managerial skills was one of the 
biggest obstacles impeding industrial progress. At the end of the 1950, 
the most authoritative study on this subject concluded that all the plants 
studied "suffered from critical shortages of competent administrators, 
experienced professional staff and trained supervisors."64 On the other 
hand, the new organisations such as the Suez Canal Authority, and Oil 
Refinery, "are headed by young and competent administrators, in a great 
many cases by officer-engineers drawn from the Egyptian army, who are eager 
to adopt any procedure or technique, foreign or domestic, which they think 
will work." But even in the refinery, "it was difficult to develop a new 
spirit in the old working forces which were accustomed to the routines 
of government bureaucracy."65 
The government has attempted to develop managerial skills by founding, 
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with the help of the International Labour Organisation and the United 
Nations, a Vocational Training and Productivity Centre, and Institutes of 
Public Administration and of Personnel Management.66 As regards technicians, 
there has been a very marked improvement in the last two decades, owing to 
the entry into industry of many thousands of Egyptians who have studied 
abroad. The great expansion of local engineering facultires has also helped 
considerably: "In the opinion of outside observers, training for engineering 
particularly at Cairo and Ain Shams Universities, is fairly up to date by 
Western standards."67 
It is certain that the efficiency of Egyptian workmen has risen 
considerably during the last two decades, but there is equally no doubt 
that the productivity of Egyptian workmen is still far below that to be 
found in the developed countries. Harbison and Ibrahim in 1958 pointed 
out that: 
"In many factories which we visited in Egypt, six to 
eight workers were employed to produce what one, with 
comparable machinery and equipment, would turn out in 
the United States." 
68 
Many factors account for the low productivity of Egyptian workmen. 
First there is their health problem. Second, there is the prevalence of 
illiteracy due to the drift from the rural areas to the cities and towns 
where the industries are concentrated. Third, there is the lack of training 
and skills. This is partly being remedied by the spread of technical and 
general education and by the growing habit of providing in-service training. 
Nevertheless, lack of skill still shows itself in the high percentage of 
waste products. Thus, to take only one example, 
... in the finer counts of cotton yarn, waste amounts 
to 12 per cent compared with 4-5 per cent in England, 
and the Misr textile works installed labour-saving 
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machinery primarily to reduce waste of raw 
materials." 
69 
However, the Egyptian workman has shown himself to be intelligent 
and adaptable and given better leadership and training, as well as more 
favourable living conditions, there is no reason why he should not equal 
those of other developed countries. 
What remains to be considered now may be the most important part for 
economic development in Egypt, that is, the shortage of skilled labour and 
its relation with the educational system. 
It seems that Egypt failed in its attempt to provide efficiently  
'skilled labour' to the Egyptian economy over the period 1952-1967. 
A Report made in 1967 by the Ministerial Committee for Manpower about the 
educational policy in Egypt stated that: 
"The expansion of education in Egypt has been carried 
out in quantitative direction without paying due 
attention to the qualitative needs, which are required 
for social and economic development. Therefore, the 
country is faced by surplus among some kinds of 
graduates, while an acute shortage is felt among some 
others, especially skilled workers, semi-skilled 
workers, and technicians." 
70 
The shortage of semi-skilled workers was estimated at 433,000 in 1970 
and 500,000 in 1975, and it is expected to amount to some 656,000 in 1980. 
The shortage of skilled workers was estimated at 139,000 in 1970, 267,000 
in 1975, and it is expected to mount to some 759,000 in 1980. The shortage 
among this group is attributed to the great numbers of students preferring to 
join general secondary education rather than technical education, and the 
lack of skills among general secondary school leavers. A great shortage has 
been felt among technicians estimated at 213,000 in 1970, 263,000 in 1975, 
and it is expected to rise to about 373,000 in 1980, see Table 17. 
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The needs of skilled workers, for the industrial sector alone, as 
estimated by the Ministry of Higher Education were 59,300 workers 
annually (from 1974 up to 1980) while the annual graduates from 
industrial secondary schools did not exceed 18,704 annually, with an 
average shortage exceeding 40,000 workers annually. A study made by the 
same Ministry to estimate the needs of technicians referred to the figure 
8,100 as an annual need up to 1985, while the present average of graduates 
did not exceed 1,800 annually.71 
The shortage of technicians, nurses, agricultural assistants, 
technical supervisors, and other sub-professional personnel is generally 
even more critical than the shortage of fully qualified professionals. 
For this there are several explanations.72 First, Egypt, as a modernising 
country, usually failed to recognise that the requirements for this 
category exceed by many times those for senior professional personnel. 
Second, the few persons who are qualified to enter a technical institute 
may also be qualified to enter a university, and they prefer the latter 
because of the higher status and pay which is accorded the holder of a 
university degree. Finally, teachers are almost always in great demand 
and in short supply. Curriculum is very crowded and dependent on 
memorisation and systemisation. 
3. Demographic Change  
a) Population Growth  
The rate of the population growth in Egypt is one of the highest in 
the world. The rate of growth began to rise gradually in the last four 
decades; from 1.09 per cent in 1927 to 1.14, 1.78, 2.38, 2.54 and 2.62 
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in 1937, 1947, 1960, 1966 and 1971 respectively. It is clear in Table 18 
that the population in Egypt has doubled in 40 years between 1927 and 1966. 
TABLE 18:  POPULATION OF EGYPT IN CENSUS YEARS (1927-1971) 
Census years 	 Population 	 Average annual 
in thousands 	 growth rate 
1927 14218 1.09 
1937 15933 1.14 
1947 19022 1.78 
1960 26085 2.38 
1966 30076 2.54 
1971 34076 2.62 
Source: C.A.P.M.S., Population and Development: 
A Study on Population and its Challenge to 
Development in Egypt, Cairo, 1973, p.22 
This was, on one hand, due to the amelioration of the health conditions 
and its effect on the reduction of death rates, on the other hand, the 
latter having dropped from 27.2 per thousand in 1937 to 13.1 per thousand 
in 1971. But the death rate in Egypt is still high compared with countries 
of an older standing in economic, social and medical progress. It is still 
about double the rate in Japan which is 7 per thousand and against 9.4 per 
thousand in the USA and 11.8 per thousand in the UK.73 
This fast drop in the death rate was realised by the improvement of 
the methods of treatment and the use of antibiotics, disinfectants and 
insecticides which reduced the propagation of epidemics and contagious 
diseases. And the improvement of social services has also contributed to 
the reduction of infant mortality rates. Therefore, Egypt must expect a 
net annual increase of three per cent, or one million new population a 
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year, in the late 1970s. 
b) Age and Sex Composition of the Population  
The distribution of population according to age reveals several 
important aspects and characteristics of the community. For example, it 
shows the size of the manpower, the burden presented by children and the 
aged persons on the productive elements of the population and on the 
government. In fact, each of these three categories has its special needs 
of consumption commodities and public services of all kinds. These needs 
differ with varying degrees in the distribution of the population ac-
cording to age, and for this reason it is inevitable taking into consider-
ation the changes which occur in this distribution when studying the 
economic and social characteristics of the population. 
A comparison of the main age groups in Egypt with those in some other 
countries, on the basis of the 1960 census, reveals that the percentage of 
children under 15 in Egypt comprises 43% of the whole population, the 15 to 
44 group represents 40.5 per cent and the 45-64 group constitutes 13 per 
cent; above 65, the proportion does not exceed 3.5%.74 It is also note-
worthy, that the percentage of males in the first group is little higher 
than that of females, contrary to what it is in other groups. 
In other countries of different demographic characteristics, the 
proportions of the corresponding groups are different. The United States 
and Britain, for example, represent the group of countries which have passed 
the stage of development and have reached the stage of demographic stability 
to a great extent. China, India, Brazil, and Egypt may be taken to repre-
sent the group of developing nations which have not yet passed all the 
demographic stages. Japan stands at the present in between these two 
groups, see Table 19. 
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TABLE 19: PERCENTAGE OF POPULATION IN AGE GROUPS IN SELECTED 
COUNTRIES 
Countries 
0-14 15-44 
Age Groups 
45-64 	 65 and over Total 
M 43.88 39.87 13.05 3.20 100.0 
Egypt F 41.61 41.08 13.55 3.76 100.0 
T 42.76 40.47 13.29 3.48 100.0 
M 42.38 45.02 10.65 1.95 100.0 
China F 42.05 44.33 10.59 3.03 100.0 
T 42.22 44.68 10.62 2.48 100.0 
M 41.05 44.69 12.02 2.24 100.0 
India F 40.38 45.18 11.85 2.59 100.0 
T 40.72 44.93 11.94 2.41 100.0 
M 42.44 44.26 11.04 2.26 100.0 
Brazil F 41.29 45.65 10.43 2.63 100.0 
T 41.86 44.96 10.73 2.45 100.0 
M 36.68 43.80 15.26 4.26 100.0 
Japan F 34.22 45.50 14.68 5.60 100.0 
T 35.44 44.66 14.96 4.94 100.0 
M 27.87 44.11 20.36 7.66 100.0 
USA F 26.45 44.81 20.05 8.69 100.0 
T 27.16 44.46 20.20 8.18 100.0 
M 24.05 43.58 23.08 9.29 100.0 
UK F 21.33 41.82 24.61 12.24 100.0 
T 22.63 42.66 23.88 10.83 100.0 
Source: 	 C.A.P.M.S. Population and Development, 
op.cit., p.43 
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It appears from comparison that Egypt is characterised by the highest 
proportion of children (less than 15 years) surpassing both the first and 
the third categories of nations, being almost double the figures in Britain 
in this respect. It also exceeds the proportion in China, India and Brazil. 
On the other hand, the population proportion of the 15-44 age group 
in Egypt is less than in other countries. However, this group is of 
particular importance as it represents the productive part of the population 
in both sexes. In fact, this proportion in Egypt is the lowest among the 
seven countries mentioned above, and next to that of the UK, although this 
comparative diminution in the UK is counterbalanced by a higher proportion 
in the next two age groups (45-64, and 65 and over) than in all the other 
countries, thus life range in the UK is higher than in all other nations. 
Egypt is also distinguished by the highest proportion in the last 
two age groups (45-64) and (above 65) among the developing countries in 
comparison (China, India and Brazil), while not being much below the same 
proportions in Japan. This population pattern in which the percentage of 
the young age group is high and the old age group is low is characteristic 
of the demographic status of developing countries, and has a great effect 
on the efforts made in the field of economic and social progress.75 
The results of the general census of the population in Egypt in 1960 
point to the high proportion of children in the labour force, as children 
under 15 represent about 12% of the labour force, and those under 20 repre-
sent 23%. A comparison of the age structure in the last five censuses 
1927, 1937, 1947, 1960 and 1970 (see Table 20), reveals an increase in 
children in the age groups 0 to 4 years, and 5 to 14 in the last census, 
but a decrease in the age group 30-49 than the preceding censuses. This 
is attributable to the steady decline in the infant mortality rate, and 
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the relative stability of the birth rate. 
TABLE 20: PERCENTAGE DISTRIBUTION OF THE POPULATION BY AGE IN EGYPT 
Age 1927 1937 1947 1960 1970 
0-4 14.4 13.2 13.6 15.9 16.8 
5-14 24.2 25.9 24.4 26.9 25.6 
15-29 25.5 23.7 25.1 22.6 26.4 
30-49 23.5 24.7 24.2 22.4 20.2 
50-69 9.3 9.5 10.2 10.1 9.3 
70 and over 3.1 3.0 2.5 2.1 1.7 
Total 100.0 100.0 100.0 100.0 100.0 
Source: C.A.P.M.S., Population and Development, 
op.cit., p.44 
c) Fertility and Mortality 
The age structure of the population in rural regions differs from 
its correspondent in the urban regions; the proportion of the group under 
15 is less in rural regions than in urban regions. The evidence on differ-
ential patterns of fertility is scattered in a limited number of studies. 
They disclose, however, interesting and in some instances unusual features. 
Contrary to a common view about the impact of urbanisation on reproductive 
behaviour, differences in fertility between urban and rural areas seem 
insignificant. Data derived from the 1960 population census indicate that 
cumulative fertility rates were in fact slightly higher for Cairo and 
Alexandria (4.35 children born to a married woman) than for the rest of 
the country (4.14 children). Comparable rates from the 1947 census were 
3.69 and 3.82 respectively. Table 21 shows that in 1947 and 1960, age-
specific rates were higher in Cairo and Alexandria than in the provinces 
- 373- 
for all brackets up to the age of thirty-five years. 
TABLE 21: AVERAGE NUMBER OF CHILDREN BORN TO MARRIED WOMEN 
Age Cairo and Alexandria Other parts of Egypt All Egypt 
1947 1960 1947 1960 1947 1960 
Below 20 0.75 0.48 0.51 0.39 0.57 0.41 
20-4 0.87 1.24 0.80 1.02 0.80 1.06 
25-9 1.18 1.65 1.12 1.46 1.11 1.50 
30-4 1.14 1.31 1.07 1.29 1.08 1.29 
35-9 1.05 1.04 1.17 1.07 1.15 1.06 
40-4 0.33 0.17 0.52 0.44 0.50 0.39 
45-9 0.41 0.49 0.70 0.48 0.66 0.47 
50 & over 0.07 0.30 0.05 0.09 0.02 0.02 
Source: Hansen, B., Marzouk, G., Development and Economic 
Policy in the U.A.R. (Egypt), Amsterdam, 1965, p.45 
The number of children born to illiterate women is significantly higher 
in towns (4.81) than in villages (4.37).76 In all cases, however, fertility 
is inversely related to the mother's level of education, but there again the 
differences are more marked in urban than in rural areas. Differences in 
the educational level of husbands seem to result in significant fertility 
differentials. The same association was found with the mother's education, 
but here again in urban, not rural areas.77 
In general, this difference is due to the decrease of the proportion 
of females in rural areas, below the urban areas. It is quite likely that 
women are healthier in urban areas than in villages, or that rates of 
participation in the labour force of the illiterate women are lower in towns 
than in the countryside. It should not be forgotten that females emigrate 
to the cities for work in household service. 
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If this interpretation was correct we would expect the fertility of 
low-income groups (agricultural workers, rural migrants, and urban poor) 
to rise as their standards of living improve and the fertility of other 
groups decline with increased education, urbanisation and economic de-
velopment; as the two forces operate in opposite directions prediction 
of the aggregate effect is rather difficult. According to data78 
available, in the period post-1970 and until the coming population census, 
the population estimates will be made on the basis of a new rate of 
population increase equal to 2.24%, but it would be rash to expect an 
accelerated decline in birth rates in the medium term. 
d) Family Planning  
Nevertheless, Egypt does have a serious population problem since it 
cannot provide sufficient employment for the rapidly growing labour force 
or raise the social standard of the masses while the women are exhausted 
and prematurely aged through childbearing. At present there is unemployment 
in both towns and countryside, despite the increasing demands for skilled 
manpower. Although there is still no sign of a fall in the birthrate 
except among the middle classes of workers and educated people. In urban 
areas, there is a high inverse correlation between the fecundity of the 
wife and the husband's degree of education at the upper levels; however, 
there is no significant difference in fecundity between wives of men with 
elementary education and those of illiterate men. The percentage of 
families with two or less children is 35 among those with higher education, 
22 among those with secondary education, and 8 among illiterates.79 
It was not until ten years after the Revolution that President Nasser 
publicly advocated family planning. The National Charter, in 1962, made 
itself quite clear: 
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"This population increase constitutes the most 
dangerous obstacle that faces the Egyptian people 
in their drive towards raising the levels of income 
and production in an effective and efficient way ... 
family planning deserves the most sincere efforts 
supported by modern scientific methods ... regardless 
of the effects which may result from the experiment" 
80 
This heralded an immediate change in the public attitude to the 
problem which was discussed widely in the press, and the National Assembly. 
Wisely the government decided that the first necessity was to find out 
more about what the masses of the people thought, and several surveys were 
conducted by University groups and the Ministry of Social Affairs. Ac-
cordingly, an enormous number of family planning centres have been es-
tablished all over the country, and a considerable part of the health units 
services have been devoted to family planning, and some experimental birth-
control clinics established, the result is some decrease of birthrate 
suggested to be equal to 2.24 per cent. 
4. Political Change  
a) Normative Change  
The government has set itself the double task of redistributing 
power, wealth, and of increasing the national income to be enough for each 
citizen to lead a decent life. The National Charter stated that: 
"First, political democracy cannot be separated from 
social democracy. No citizen can be regarded as 
free to vote unless he is given the following 
guarantees: 
- He should be free from exploitation in all its forms. 
- He should enjoy an equal opportunity to have a fair 
share of the national wealth. 
- His mind should be free from all anxiety likely to 
undermine the security of his life in the future. 
Second, political democracy cannot exist under the 
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domination of any one class. Democracy means, even 
literally, the domination and sovereignty of the 
people - the whole people." 
81 
These are high ideals for any country, especially for one which had 
long been subjected to the exploitation and dominance of one class. To 
carry out this policy, there were many social and economic obstacles in 
the way. 
The government, with the approval of the great majority of the 
Egyptian people, has specifically rejected two methods of approach which 
have been tried with different degrees of success in other countries. One 
is liberal Capitalism, through which most Western powers and the USA 
achieved their first industrial revolutions in the nineteenth century. In 
all these countries most of the higher and middle classes provided the 
savings and capital for new economic advances, while a politically feeble 
industrial working class was unable to press its demands for a large share 
of the national wealth. By the time this class had gained much power in 
the twentieth century, these countries were so far ahead in the economic 
race that they could afford a substantial redistribution of income. The 
government was no doubt right when it believed that such a course of de-
velopment would be impossible for Egypt in the mid-twentieth century; in 
addition to this, the workers of all countries have learned too much from 
the experience of those in the pioneer industrial states. 
The other system which the Egyptian Revolution has rejected is Marxist-
Leninism and Chinese Communism. Neither of these is a meaningful proposition 
for Egypt. In spite of the good relations with the Communist states, Nasser, 
and after his death, Sadat, have never wavered in their belief that a 
Communist system is inapplicable to Egypt itself.82 While the Russian and 
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Chinese people have both suffered severely from the deliberate holding down 
of consumption, to be able to use the enforced savings to establish a solid 
base of heavy industry, the Egyptian Revolution has made the reverse; since 
the consumption industries and services have taken an important share of 
economic planning. In addition, Communism in its essence is aetheistic, 
while the majority of Egyptian people have always been sincere Moslems or 
Christians with an unshakeable belief in an outside force they call God 
who watches over all destinies. For all these reasons, the very small 
Egyptian Communist group has never been allowed to act as the spearhead of 
the revolutionary movement. 
The fundamental features of the new society, which the revolutionary 
regime intended to build are: Freedom, Socialism, and Unity. Freedom is 
"to mean freedom of the country and freedom of the citizen"; Socialism is 
to be "both a means and end, namely sufficiency (of production) and justice 
(of distribution)"; and Unity is "the restoration of the natural order of 
a nation, torn apart by its enemies against its own will and interests."83 
b) Democratic Participation  
Accordingly, in January 1953, the Revolutionary Command Council felt 
able to announce the dissolution of all political parties which were "only 
groups differing on personal questions."84 And on 23rd January the R.C.C. 
announced the formation of Egypt's new political organisation, the National 
Liberation Rally, and on the 10th February a Provisional Constitution was 
promulgated which places supreme authority for the next three years in the 
hands of the leader of the Revolution and the members of the R.C.C. This 
was followed by other steps to the abolition of the monarchy; the Egyptian 
Republic was officially established on 18th June 1953. After intensive 
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discussions with Britain complete independence was accomplished according 
to the Treaty of Evacuation in 1954. 
Representation of the masses underwent big changes. In the pre-
revolutionary regime, two-fifths of the Parliamentary Members were appointed 
by the King, and the rest mostly belonged to the big landowners, Capitalists, 
and the members of political parties. Accordingly, the parliamentary dis-
cussions, as Wilber pointed out "hardly touched the lives of the bulk of 
the Egyptian people, the millions of fellaheen who live in thousands of 
little hamlets in the Egyptian countryside."85 Contrarily, after Revolution 
mass representation has been achieved since 1956. According to the 
Constitution, "labourers and peasants must be granted the right of, at 
least, 50 per cent representation in Parliament membership as well as in 
all Legislative Councils."86 
The Socialist form of democracy was adopted, after a time of thinking. 
The one single political party was established for all the people. Such 
parties took the form of'National Liberation Rally'1953-1957; the 'National 
Union' 1957-1962; and then the 'Arab Socialist Union'. Light will be shed 
on the last two institutions in regard to their important role in the life of 
the people in Egypt. 
According to the 1956 Constitution, the National Union was established 
in May 1957, to replace all the political parties and the Liberation Rally, 
which had been founded in 1953. The National Union included the workers, 
peasants, educated people, professionals, national Capitalists, officers 
and soldiers. An important part of the National Union idea was that the 
basic committees which were established in all villages, districts and 
governorates, should appoint special auxiliary committees from among local 
citizens to help with social, cultural, and economic projects such as public 
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hygiene, literacy campaigns, and rural industries. The National Union 
played a leading role in the elections to the National Assembly in July 
1957. About 2,500 candidates for the 350 Assembly seats were screened 
and the Assembly met between July 1957 and March 1958, when it was dissolved 
because the union with Syria required a reorganisation of the political 
structure. 
Syria's secession from the union occurred in September 1961. In October 
a new government was announced, and on 25th November the Preparatory 
Committee of the National Congress of Popular Powers was formulated, its 
task was to prepare for a National Congress which would lay down a Charter 
of National Action. The Committee completed its work and recommended that 
the forthcoming National Congress be composed of 1,500 representatives, 
divided as follows:87 
Number of 
Representatives Percentage 
Farmers 375 25 
Workers 300 20 
Professional Unions 225 15 
Employees 150 10 
Non-union workers 135 9 
University Professors 105 7 
Students 105 7 
Women's Organisations 105 7 
Total 1,500 100 
Countrywide elections took place for the 1,500 seats in the National 
Congress, and also for 250 members of the Preparatory Committee to complete 
1,750 representatives. On May 21, 1962, President Nasser presented a 
'National Charter' for the approval of the National Congress of Popular 
Powers. There followed a series of televised debates in which the President 
discussed various aspects of the Charter with the Congress; the discussions 
were then taken up by the Press and in towns and villages all over the 
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country. It was the most genuine popular debate that the country had 
known.88 
This document was intended to provide broad guidelines and to be the 
source of inspiration for all new constitutions and laws, the political 
institutions of the country, the administration of the government, and 
the organisation of economic and social relations. After the final approval 
of the National Charter, some efforts had been made to associate the masses 
with both the short and long-term decisions of the government. All the 
members of the government had to devote a major part of their energies to 
making it work. Egypt has such a long tradition of heavily centralised 
government that any attempt to strengthen local authority is certain to be 
difficult. 
The National Charter emphasised the need to create a new organisation 
to succeed the National Union. On July 4, 1962, the National Congress of 
Popular Powers charged President Nasser with the formation of a provisional 
Committee to prepare the groundwork for the Arab Socialist Union. The 
Committee was formed in October 1962. One of the first steps it took was 
the promulgation of the Statute of the Arab Socialist Union, which includes 
its objectives, regulations, conditions of membership, and the different 
levels of its organisation. The Statute was issued on December 7, 1962. 
According to the Statute, the basic objectives of the A.S.U. are the 
following: 1) "To realise sound democracy represented by the people and 
for the people, and so that the revolution will be by the people insofar 
as its methods are concerned, and for the people in its objectives."89 
2) To realise a Socialist Revolution, that is, a revolution of the working 
people. 3) To safeguard the guarantees embodied in the Charter: first to 
safeguard the minimum representation for workers and farmers in all popular 
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political organisations at all levels - so that in the organisation of 
the A.S.U. itself, farmers and workers will have at least a representation 
of 50 per cent, since they constitute the majority who has been deprived 
of its fundamental rights for so long. Second, to ensure the principle of 
collective leadership. Third, to support and strengthen co-operative and 
labour union organisations. Fourth, to establish, on sure foundations, 
the right of criticism and of self-criticism. Fifth, to transfer the 
authority of the State gradually to elected Councils.90 
In its pyramidal structure, the A.S.U. has been organised on the basis 
both of geography - that is the governorate, the district, the village, 
etc. - and of economic and social sectors (such as workers, farmers, trade 
unions, teachers, lawyers, doctors, professors, national capital, feminine 
groups, and students). 
The 'basic unit' is the base of the A.S.U. structure. The basic unit 
is set up in a village or equivalent grouping or in a public organisation. 
Electors of the basic unit elect a twenty-man committee which meets twice 
monthly and holds office for two years. Voting is compulsory for all males 
over eighteen and optional for women. The electors or members themselves 
constitute the basic unit conference, which is supposed to meet every four 
months. Each basic unit committee elects two members to represent it at 
the next level - the district (Markaz) - and together these elected members 
form the district conference, which meets twice yearly and itself elects a 
district council to meet twice monthly. 
From each of the district councils two members are elected to represent 
them at the next level - the governorate - which also has a conference and 
an elected council. Above the governorates at the national level, this 
pattern is repeated, forming larger and more responsible circles until the 
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level is reached of the General National Congress and the Committee of 
the A.S.U. for the Republic, which is the highest authority. From its 
General Committee the Higher Executive Committee is elected, which is a 
decision-making body with a Secretary-General and a Secretariat with 
thirteen departments. 
Arab Socialist Union is a structure, in fact, that can be accommodated 
to extreme centralisation or an extremely democratic process. However, its 
effects in the life of the people is significant, especially at the basic 
unit level, where the responsibilities are limited and the contact between 
the members and the Unit Committee is so easy. 
Parliament is not an A.S.U. body, nor are its members elected to repre-
sent the A.S.U. as such, but, as Egypt is a one-party State, in practice no 
one becomes a Member of Parliament who has not previously been selected for 
office at some level by the A.S.U. The two organisations are coordinated 
by a Parliamentary Committee. There appears to be some overlap of functions, 
but whereas Parliament legislates, the A.S.U. is largely an executive body. 
The President works with a Consultative Committee consisting of four leaders: 
the Deputy President, the Prime Minister (selected by the President), the 
Head of Parliament (elected by the Members of Parliament) and the A.S.U. 
leader. In matters affecting the interest or welfare of the masses, such 
as literacy campaign, the press, popular organisations and syndicates, and 
so on, it is the A.S.U. leader who is charged with carrying out the policy. 
The general elections for the National Assembly took place on 10 March 
1968, with about 1,750 candidates standing for the 350 seats. Of these 993 
were workers and farmers and twenty-eight were women. After the final 
count it appeared that more than half the members of the Assembly were 
workers and farmers, while eight were women. Voting was compulsory with 
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a penalty of EE1 for failure to do so. 
The government is responsible to the Assembly, which will discuss 
its political declarations and its reports. The Assembly has the right to 
withdraw confidence from the government or any one of its members. 
Ministers may take part in the meetings of the Assembly or any of its 
committees whenever they wish, but they have no votes unless they are 
members of the Assembly. Any member of the Assembly has the right to 
question any Minister, who must respond. A motion of censure on the govern-
ment may be introduced by ten members, and if it is adopted the government 
must resign. The President has the right to dissolve the Assembly, but he 
must call fresh elections within sixty days. A member of the Assembly has 
full parliamentary immunity, and he can only be deprived of his seat by a 
two-thirds majority of the Assembly.91 In his speech at the inauguration 
of the Assembly, Nasser said: 
... the Assembly, which is based on the will of the 
people, should remain with the people; it should 
not set itself above the people by ignoring their 
demands or fall below their hopes through neglect." 
92 
It is fair to say that this has turned out to be a more lively and 
independent-minded body than many people expected. Some of the members are 
deadwood, as any parliament, but many of those elected for the'first time 
in their lives have, after losing their initial shyness, made important 
contributions to the Assembly debates, Committee discussions, and questioning 
of Ministers. Furthermore, the device of reserving half the seats to workers 
and fellaheen has been successful in producing a parliament which is far more 
representative of the Egyptian people as a whole than any of its predecessors. 
Inspired by the 'open door' policy of 1974, the political door was the 
last and perhaps the most important to be opened. It was recognised that, 
- 384- 
in the absence of a political opposition, there must be a politically 
acceptable institution for different approaches to Egypt's socio-economic 
and political problems. So, since 1975 there developed the concept of 
'tribunes' to step up the development of Arab Socialist Union. The nature 
of 'tribunes' was a subject of debate in which members of professional 
associations, workers' trade unions, the Universities and all groups in 
society were taking part. In the event, the 'tribunes' became a pilot 
study for the establishment of a party system of government. In 1976, an 
election was held on the basis of the three political trends within the 
A.S.U., namely, the Right, Left and Centre. The result was an overwhelming 
victory for the Centre (the government party), the right gained 12 of the 
342 elected seats, the left gained only 2, while 48 seats were gained by 
Independents.93 
It was hoped that the new political system would not only quieten fears 
of those seeking safeguards against the possibility of abuses by a single-
party organisation, but would also enable the leader to reach sound decisions 
based on the will of all the people and provide opportunities to discuss in 
a democratic way differences of opinion concerning the application of 
policies, not differences in ideology and objectives. The very surprising 
thing, however, is that the Arab Socialist Union was still existing beside 
the new political parties. 
Under very different circumstances in 1977 and 1978, the Left party 
stopped its activity and the Right party dissolved. The Centre party 
changed its name to the National Democratic Party, and a new party called 
the Labour Socialist Party has been established. Political debates have been 
going on ever since about the possibility of success or failure of this 
experiment: is it safeguards against the possibility of abuses by a single- 
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party organisation, is it just facades for new leaderships looking for 
a role, is it a true democracy? Only the future can tell. 
It is fair to say, however, that many serious decisions have been 
taken by individuals outside the political institutions rather than 
inside them. The absence of political education and curriculum integration 
has contributed a very important role to the problem of democracy in Egypt 
and to the political passivity which characterises many Egyptians. 
5. Educational Change  
a) Reorganisation of Education  
Most newly independent nations regarded education as the key to de-
velopment and progress, but none more than Egypt.94 Immediately after the 
Revolution the dual system was abolished; elementary and primary education 
were unified in one school (primary education) from the age of six to twelve, 
and primary education became free and compulsory by law (No.210 in 1953).95 
Preparatory education was introduced for the first time in 1953, 
covering four years. Eligibility for this stage is based on merit proved 
in a competitive examination held at the end of primary stage. A pupil who 
fails in this examination has another chance to enter the same examination 
the next year. According to Law No.55 in 1957, modification had been made, 
and education in this stage was reduced to three years, from 12 to 15, and 
became free under the supervision of the State. 
The reorganisation of secondary education has been according to the 
1951 and 1968 laws.96 This stage covers three years from the age of 15 to 
18. In this stage, in addition to general secondary education, emphasis is 
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placed on technical, agricultural, industrial and commercial education. 
Eligibility for secondary education is based on merit proved in a competi-
tive examination at the end of preparatory education. Students with the 
highest marks enter general secondary education, and students with lower 
marks enter technical education. According to the previous laws, education 
in this stage is free for those students under the supervision of the 
State. 
Before the Revolution there were 300 foreign schools which produced 
a social and cultural elite in Egypt. The standards at these schools were 
often the same as those of the best in Europe, but so also were the ideas 
and assumptions on which their teaching was based. Egyptian boys and girls 
who went there frequently could neither read nor write Arabic, and prided 
themselves on not being able to do so.97 They felt no sympathy for the 
great mass of their fellow countrymen and it is not surprising that the 
revolutionary government regarded such schools as a breeding ground for 
one of Egypt's worst social evils, its irresponsible aristocracy. During 
the ten years after the Revolution, the foreign schools have all either 
been nationalised or put under close State control and forced to change 
their curricula to conform with the State system. 
In the past, education was confined to a certain category of the 
population which had sufficient means to pay the fees. The government of 
the Revolution paid special attention to the development of the different 
stages of education and endeavoured to provide the free educational services 
at the different levels even in the university, because it believed that 
education is the right of every citizen in society regardless of his income 
or social status. The effect of this policy was evident in the increase in 
the rate of educated people, as is shown in Table 22, from 15 per cent in 
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1937 to 30 per cent of the population (10 years and over) in the census 
of 1960, and to 35 in 1966. In 1937 the rate of educated women did not 
exceed 6 per cent, then it gradually increased until it reached 17 per 
cent in 1960 and 21 per cent in 1966. This shows clearly the attention 
paid to the education of women after the Revolution. 
TABLE 22: PERCENTAGE OF ILLITERATES TO TOTAL POPULATION 10 YEARS 
AND OVER 
Census Year 	 Males 	 Females 
	
Total 
1937 	 76 	 94 	 84 
1960 	 56 	 83 	 71 
1966 	 52 	 79 	 65 
Source: The 1966 Census; Population and Development, 
op.cit., p.217 
State expenditures on education increased from some £E23 million in 
1952/3 (less than 3% of GDP) to about £E126 million in 1969/70 (almost 5% 
of GDP). Public investment in education similarly increased from about 
£E2.5 million in the first year of the Revolution to £E33.3 million in 
1965, a remarkable thirteenfold increase. After 1964/5 the level of 
investment fluctuated around £E25 million a year representing between 6 to 
8 per cent of the total annual investment in the economy.98 The expansion 
in the number of pupils and students at various educational levels may be 
summarised from Table 23. The fastest growth is in secondary technical 
education which expanded from a very small base. In this category, however, 
commercial schools tend to dominate in this group. The proportion of 
enrolment in technical education increased from 12.4 per cent in 1953 to 
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40.2 per cent in 1969,99 and to 52 per cent in 1974. The figures in 
Table 23 suggest that technical secondary education and general secondary 
education - taken together - expanded almost as fast as primary/preparatory 
(164 and 814 per cent increase as against 298 per cent between 1952 and 
1971). General secondary education is mainly sought by those who aim at 
universities, and the curricula are oriented in that direction. It seems 
that the country stands to benefit from a change in educational policies: 
more secondary schools of the vocational type and less higher education. 
Economic and social incentives would no doubt induce many students to seek 
vocational rather than university studies. 
TABLE 23: NUMBER OF STUDENTS AND PUPILS 1952/3 and 1970/1 
Year 	 Primary and General 	 Technical Teacher 	 Universities 
Preparatory Secondary Secondary Training 
Numbers 
1952/3 1,540,202 181,789 33,366 20,140 41,496 
1970/1 4,589,138 297,887 271,638 25,526 176,023 
Indices 
1952/3 100 100 100 100 100 
1970/1 298 164 814 126 425 
Sources: Mabro, R., The Egyptian Economy, op.cit., p.156; 
C.A.P.M.S., Statistical Indicators. 
The government employed graduates from technical schools at a starting 
salary of EE18 per month while university graduates were employed at £E20 
per month, and recently increased to £E25 per month. If the starting salary 
were the only relevant consideration many would find that four or five years' 
forgone earnings in university are not worth the differential. But the life 
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earning prospects of the graduate are far superior to those of the 
technician and his social status higher. 
Universities expanded at a higher rate. The private returns from 
higher education are both certain and substantial because of the government 
employment policy. All graduates have a right to a job in either the 
administration or the public sector. The government is both committed to 
employ the educated and pressured into educating those who seek a relative 
well-paid and secure job. The social returns for higher education are low 
for certain branches such as the arts, commerce and law. It is worth 
noting that the proportion of arts students in universities declined from 
52 per cent in 1950 to 26 per cent in 1965; the share of students in 
scientific or technical colleges increased from 25 to 40 per cent in the 
same period.100  The government attempted in 1968 to restrict the influx 
to universities by limiting the number of new entrants to 35,000 a year. 
It also stipulated that at least 60 per cent should enrol in scientific or 
engineering colleges and 10 per cent in Teachers' Colleges. Despite these 
measures, the proportion of entrants to the colleges of arts, law and 
commerce increased again during the period from 1967 to 1973, from 4.5 to 
11.3; from 4.4 to 10.6 and from 12.7 to 19.6 per cent respectively, see 
Table 24. And the proportion of entrants to the colleges of medicine, 
dentistry, chemistry, engineering and veterinary surgery declined in the 
same period from 13.1 to 7.7 per cent, from 2.3 to 0.9 per cent, from 3.8 
to 2.1 per cent, from 17.7 to 8.3 per cent and from 3.3 to 1.6 per cent 
respectively. This decline may be due to the difficulty of study in these 
colleges and the long period (5 to 6 years) that must be spent in them. 
It is true too, that the policy of admission to the universities limits the 
numbers of students who should be taken by every college every year. 
- 390- 
TABLE 24: 	 COMPARATIVE FIGURES BETWEEN THE ADMITTED STUDENTS 
UNIVERSITIES (1967/8 - 1972/3) TO THE 
Colleges 1967/68 	 1972/73 
Numbers 
	
Per cent 	 Numbers Per cent 
Arts 842 	 4.5 	 5427 11.3 
Law 821 	 4.4 	 5099 10.6 
Commerce 2389 	 12.7 	 9397 19.6 
Economy 166 	 0.9 	 378 0.8 
Science 680 	 3.6 	 2578 5.4 
Medicine 2458 	 13.1 	 3683 7.7 
Dentistry 443 	 2.3 	 417 0.9 
Chemistry 721 	 3.8 	 981 2.1 
Engineering 3329 	 17.7 	 3985 8.3 
Agriculture 2059 	 11.0 	 6220 13.0 
Veterinary Surgery 	 617 	 3.3 	 765 1.6 
Dar-al-oloom 782 	 4.2 	 896 1.9 
College of Girls 659 	 3.5 	 1616 3.4 
Monumentals or 
Egyptology - 	 - 	 454 0.8 
Information - 	 - 	 252 0.5 
Nursing 397 	 2.1 	 258 0.5 
Education 2421 	 12.9 	 5563 11.6 
Total 18,784 	 100.0 	 47,919 100.0 
Source: The Higher Council for Universities, Cairo, 
15/9/1974 (in Arabic); 	 The National Council 
for Educational Scientific Research and 
Technology, Cairo, June-September 1974, 
p.107 (in Arabic). 
Selective System 
The Egyptian educational system is a highly selective one. Selection 
starts as early as the end of primary education where a public examination 
is held to select pupils for the preparatory stage. At the end of the 
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preparatory stage, another selective examination is held to select and 
distribute successful pupils to general and technical schools. Pupils 
with the highest marks go on to general secondary schools. Others with 
lower marks go on to technical schools. In 1973-1974, 48% of pupils were 
in general secondary school alone, while the 52% in technical school were 
divided into 14.1% in industrial schools, 5.9% in agricultural schools, and 
32% were in commercial schools.101 
The traditional attitudes towards technical education are reflective 
of earlier European educational systems.102 Parents tend to favour general 
schools, because they are the customary stepping stones to prestigious 
university degrees. Although graduates of technical schools do not usually 
go on to university, outstanding students can, however, be admitted to some 
colleges of the university. While technical schools offer a choice of 
curriculum - commercial, agricultural, and industrial - for students 
graduating at the age of fifteen from preparatory schools, general secondary 
schools have no choice of curriculum for their students. 
The selection can be discussed also in terms of the movement of an 
apparent cohort. Data for 1976 suggest that over 85 per cent of the first 
year primary pupils reach the final grade; in preparatory, the final year 
enrolment appears to be equivalent to 132 per cent of the original cohort, 
because of very high repetition in the final year which may amount to 25-30% 
and the extent of wastage is rather low. The general secondary final year 
enrolment is equivalent to 130 per cent of the cohort also, and the number 
of graduates varies from 80 to 85 per cent. The progression rate from the 
primary to the preparatory levels is about 70%. The rate from preparatory 
to secondary is about 60%, success at the final examination of preparatory 
schools is low, fluctuating between 50 and 60 per cent. Success at the 
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final examination of general secondary schools fluctuates between 70 to 
75 per cent. 
Social, political and economic considerations have strong pressure 
on the direction of the educational system. The population growth at a 
rapid rate of 2.54%, places a severe strain on the country's limited 
financial resources to provide even normal requirements for educational 
facilities. The massing of this large population (35,619,000 in 1973),103 
in comparatively small areas of the country has some compensations; it 
allows for the most part for more economical, large-sized schools. 
Rationalisation of facilities through centralisation is made possible 
where there are no natural barriers making long detours necessary. On 
the other hand, there are many hundreds of small and relatively isolated 
communities where 'uneconomic' services have to be provided if the principle 
of social equity is to be respected. 
The strain on public resources is compounded by the public pressure 
for higher and higher levels of education. It is encouraged by the govern-
ment policy of a virtually free and open door to entry into secondary and 
higher education, and the employment and wage structure policy which 
guarantees a job. 
On the other hand, there remains the problem of the comparatively low 
participation rate of females at the primary level (38%) especially in the 
rural areas. This partly explains why the rate of illiteracy was reduced 
between 1960 and 1974 only from an estimated 74% to 65%.104 Over one million 
primary school age children are not enrolled in schools and these are in the 
majority girls and rural children. This could be a bottleneck to rural 
development programmes. Such programmes, institutionalised or on-the-job, 
require basic literacy and numeracy. 
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c) Administration  
Education in Egypt is controlled and financed directly by the State. 
There is a general belief among people that education is the responsibility 
of the government. Educational plans are formulated and adopted by the 
Ministries of Education in collaboration with other bodies responsible for 
the comprehensive plans of development of the country. These Ministries 
are also responsible for following up the execution of these plans and 
issuing the legislations needed. The educational zones in the governorates 
execute the plans and suggest ideas and ask for the necessary requests for 
developing education quantitatively and qualitatively in their zones.105 
There has been a tendency towards a balanced combination of central and 
local powers. This is particularly true of the situation in Egypt since 
the introduction of the new system of local government in 1960. 
It is possible to identify in Holmes'sline the various state levels 
of control over education. On the level of public interest, the President, 
who exercises the executive authority; he has the right to appoint and 
dismiss Ministers, including of course, the Minister of Education and also 
he can promulgate laws by decrees if the People's Assembly is not in session. 
The People's Assembly exercises the legislative authority of the State. It 
has also certain powers over the executive authority and can question the 
Ministry of Education, discuss educational plans, and promulgate educational 
laws. The main responsibility of the Arab Socialist Union, as officially 
stated, is to safeguard the public interest in all fields including, of 
course, education. 
On the managerial level there is the bureaucracy of the Ministry of 
Education and other concerned Ministries, and the bureaucracy of the edu-
cational zones in the governorates. As officially pronounced, the Ministry's 
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main functions and responsibilities are: 
"to plan for education; to estimate funds needed 
for educational projects; to draw up schemes and 
programmes for implementation; to ensure a well-
balanced geographical distribution of educational 
services; to prescribe syllabuses and text books; 
to lay down standards of the teaching staff; and 
to evaluate and follow the progress of education 
on the national level." 
106 
The ultimate authority over the Ministry of Education rests in the 
hands of the Minister himself. He appoints or recommends the appointment 
of its high officials, and promotes them. Any alterations in syllabuses, 
purchasing the rights of textbooks' authorships, and the organisation of 
general examinations are his absolute authority. Nevertheless, there are 
checks over his powers and his decisions usually activated, after consider-
ations, by either the bodies of the Ministry concerned, or ad hoc committees, 
which include educationists and other professionals from outside the 
Ministry. On the other hand, the Minister is responsible to the President 
of the Republic who appoints and relieves him of his post. He is also 
responsible to the People's Assembly, as is usually the case in democratic 
countries.107 
The Minister of Education is advised by Councils on various aspects 
of education. There are the Central Advisory Council for General Education 
and the Central Advisory Council for Technical Education, composed of high 
officials from the Ministry of Education, other Ministries and government 
organisations, and the universities. Individuals representing society 
group interests are also appointed as members. 
Higher Education has its own Ministry. Very recently the Ministry of 
Higher Education and the Ministry of Education have become one: the Ministry 
of Education. However, each of the universities is autonomous under the 
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supervision of the 'Higher Council of Universities' headed by the Minister 
of Education.108  
The local government law of 1960 and its amendments envisaged a programme 
of decentralisation from national ministries to the governorate and local 
council levels but this task has not yet been achieved and until it takes 
place, the national government will continue to exert more than advisory 
and technical assistance which is to be its ultimate sphere of action. 
The educational zones, which were established in 1939, are organised 
along similar lines as the Ministry of Education. Their responsibility is 
to plan for the development of education according to the needs of the area. 
This task has not been achieved because the local government law of 1960 
has not been fully executed. It is the responsibility of educational zones 
to make full use of the local financial resources in educational schemes 
and to encourage the people to take part in educational activities. Each 
zone is headed by a director appointed by the Minister of Education. 
Helping in the work of the zone are assistant directors and a corps of 
inspectors.109 
On the technical and professional level there are the university 
departments and the professional organisations, most important of which is 
the teachers' syndicate. Specialised teachers at preparatory and secondary 
schools are teaching separate subjects and textbooks prescribed in detail 
and published by the Ministry of Education. Checks over their work are 
usually activated by specialised inspectors and school headmasters. 
What has been dealt with in this chapter so far is the analysis of 
social, economic, political and educational changes which have or have not 
taken place in Egypt since 1952. These changes and non-changes in Egyptian 
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conditions have created demands on secondary school in general and its 
curriculum in particular. What are the reflections of those demands and 
needs in the general secondary school curriculum? The answer is the 
subject of the next chapter. 
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CHAPTER 7 
CURRICULUM DEVELOPMENT IN 
THE GENERAL SECONDARY SCHOOL 
IN EGYPT SINCE 1952 
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I. THE FRENCH INFLUENCE 
In order to understand the French influence on education in Egypt 
in general, and on the curriculum in particular, it is essential to trace 
its history back to the days of Mohamed Ali. It is customary to mark the 
emergence of modern Egypt by Mohamed All who came to power in 1805 following 
the defeat of the French Expedition. He was born in 1769 at Cavalla, a 
small Macedonian port on the Aegean Sea. During his early years he was 
looked after and introduced to the French culture by a French tobacco 
merchant.1 He used to pride himself on being born in the same year as 
Napoleon, whose action and political views so profoundly influenced 
Mohamed Ali's own career. He came to Egypt, however, with the Albanian 
forces sent by the Ottoman Empire to drive the French out of Egypt which 
at that time was a part of the Empire. 
For centuries before the advent of Mohamed Ali the educational scene 
in Egypt remained traditional in nature and stagnant in character. The 
most common places for formal education were the ungraded Koranic schools 
known as 'Kuttabs' (one class with one teacher known as Sheikh)where courses 
were confined to the three R's and the memorisation of Koran. 
Mohamed Ali determined to turn over a new leaf. Prompted by his 
ambitions to have an independent State, he concentrated on a utilitarian 
approach to educating people for technical and administrative jobs in the 
army and the government. As Boctor pointed out, "like Napoleon he was 
keenly interested in raising a big army and conquering the world around 
him."2 So, a modern system of State education modelled on French lines was 
soon established, geared towards providing military and government personnel. 
The running of the schools was entrusted to the War Department and the 
- 405- 
students were given military ranks in the schools. 
Mohamed All started from the top of the ladder. His constant contact 
with the French inspired him with the idea that a French physician was the 
first thing needed. The next step was to send, in 1816,12 graduates of 
Al-Azhar who succeeded in learning French to medical schools in France. 
Those students returned in 1831 to Egypt with medical degrees and were 
employed as professors in the school of medicine which was started.3 Also 
319 students were sent to study in different branches of knowledge in Paris, 
Milan and Florence.4 In 1834 some of these students returned to Egypt. 
Mohamed All in a ceremonial and formal fashion handed each a French book 
in the branch of knowledge he studied to translate it. The students were 
shut in the Citadel and were not given their liberty until the task was 
accomplished. These books were printed and used later as textbooks. Ever 
since curricula of secondary schools in Egypt have followed the French model, 
"which immediately found a suitable soil in the virgin Valley of the Nile."5  
It could be said, therefore, that since the arrival of Napoleon with 
soldiers as well as experts in different branches of knowledge in 1789, and 
since Mohamed Ali's rule in the first half of the 19th century until the 
end of the first half of the 20th century, enlightened Egypt had been French 
in education, language, customs, food, and social etiquette. The Freres 
and the Jesuit Orders, the Lycees, the French convents and institutions 
had touched the aristocracy as well as the bourgeoisie of Egypt, both men 
and women. In the streets of the big cities, of Lower Egypt especially, 
as well as in the lobbies of the principal hotels and in the 'Salons' or 
reception rooms of high and middle class families the language and manners 
were French. 
The highest ranks of Egyptian government officials were French in 
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culture, sympathy, and civilisation. As Boctor pointed out: 
"Is it any wonder that no leader or Premier of Egypt 
in his political negotiations has been able to come 
to an understanding with the British." 
6 
Table 1 shows the number of schools and enrolments in each of the American, 
English and French schools in Egypt in 1913 and in 1927/1928. The number 
of French schools was more than double of either the American or English. 
And the number of enrolments was more than threefold of either American or 
English. 
However, after the British Occupation in 1882, the British wanted to 
destroy the French as well as the French culture. As Shafik pointed out: 
"Little by little the French language was eliminated 
from government schools ... why? The English found 
the French language popular not only among the higher 
classes of Egyptian but also among the upper strata 
of the middle class. In religious as well as secular 
schools, French, Italian, and Jewish, among whose 
students the Egyptians were a majority, French was 
the principal language. It was only in American and 
English mission schools that English was spoken." 
7 
TABLE 1: NUMBER OF AMERICAN, ENGLISH AND FRENCH SCHOOLS AND THEIR 
ENROLMENTS IN 1913 and 1927/1928 
Years Country Schools Enrolments 
American 32 5,304 
1913 English 37 2,636 
French 145 22,175 
American 78 6,914 
1927-1928 English 74 4,322 
French 279 32,812 
Source: Extract from Statistical Data issued by Ministry of 
Education in 1913 and in 1927; Boctor, A., School 
and Society in The Valley of The Nile, Cairo, Elias 
Modern Press, 1936, pp.117 and 137 
Whatever the British intention was, the French took advantage of 
the situation and succeeded in promoting their cultural ideas and system 
of education. 
II. MAJOR CHANGES SINCE 1952 
1. Normative Change  
In 1952, Egypt launched its major Revolution which changed the features 
of society. The main basis of work was six principles declared immediately 
after the Revolution. Outstanding among them was "Establishment of social 
justice," and the "Establishment of a sound democratic system."8 
The National Charter issued in 1962 emphasised the following 
principles: 
"- The right of each citizen to receive an education 
which suits his abilities and talents. 
- The right of each citizen to secure the job which 
accords with his abilities and interests and the 
type of education he has received. 
- Since the children of today are the makers of our 
future, it is the duty of working generations to 
provide them with all the chances that will enable 
them later to assume successfully the responsibility 
of leadership. 
- The major economic and social problems confronting 
our people, at present, must be resolved on a 
scientific basis." 
9 
Therefore, educational institutions, research centres and universities "are 
not ivory towers but rather forerunners discovering a mode of life for the 
people."10  
The N ational Work Programme, issued in 1971 went a step further in 
drawing up a framework for educational policy for the ten years from 1971 
onwards.11 
 In the field of educational planning, the programme emphasised 
the following principles: 
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1. The ten-year plan for education should realise the full absorption 
of all pupils of compulsory age. 
2. Measures should be taken to raise the age of school-leaving to 
fifteen. 
3. The teaching process must be more efficient and of a higher standard 
so as to eliminate private lessons. 
4. The introduction of technical subjects, in general secondary education 
providing the students, thereby, with balanced general and technical 
background.12 
5. Education must be relevant and linked to the needs of the community.13 
The International Bureau of Education (UNESCO), emphasised the 
importance of establishing a suitable system of examination through which 
a sort of evaluation of students can be provided.14 
The most important addition made by President Sadat in the October 
Working Paper in 1974 was his assertions on the elimination of the distance 
between thought and action. 
"Education is no longer limited to rigid study curricula 
which the student must absorb. Education should 
organically, be linked to the action and requirements 
of society." 
15 
This Working Paper emphasised also the importance of eliminating "the theory 
of the social differences between one form of education and another."16 
"We should get rid of this overwhelming disease whereby 
many consider education as an instrument for acquiring 
a special social privilege, while the principal target 
for some educated people has become office jobs disre-
garding their value in the movement of society." 
17 
The paper asserted aslo the significance of organising seminars and constant 
training programmes at all levels. The significance of these programmes is 
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to provide the teachers for the new information and trends in the different 
fields and "to prepare them for the participation in developing curricula 
and teaching methods."18 
2. Institutional Change  
Hence, a policy of social justice has been adopted to bridge the gulf 
between rich and poor. The welfare of the long deprived masses has become 
the main concern of the State. As a result of agrarian reform, the High 
Dam, and land reclamation, 400,000 families including about three million 
individuals benefited by the redistribution of land. Co-operative Societies 
were established all over the countryside. Labourers enjoy, according to 
the Socialist Law, 50 per cent representation on boards of directors, 25 
per cent of the annual net profit of the factories where they work, and 
insurances against sickness, retirement or accidents. The status of women 
has substantially improved. They have been given franchise rights since 
the 1956 Constitution. They have also been given equality with men in most 
types of work. 
Radical economic changes were put into practice to improve living 
standards. The market economy was replaced by a Socialist one depending 
on economic planning and State control over 75 per cent of means of pro-
duction. Agrarian economy was replaced by an agro-industrial one. Due 
attention was given to agricultural expansion both horizontally and 
vertically. Consideration has also been given to the modernisation of 
the existing industries and to the establishment of new ones. Consequently, 
the distribution of the labour force has shifted from agriculture to industry 
and services. The dominantly individual ownership before the Revolution has 
changed through a series of nationalisation schemes to three styles of 
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ownership: public, co-operative and private. 
During the 1960s, the net national product increased at an average 
rate of 4.9% annually. Per capita income increased at a rate of 2.2%. 
Accordingly, per capita real income increased from £E50.2 in 1959-60 to 
£E63 in 1969-70. It is true that economic development and planning 
originally aimed at increasing national income at a rate of 7.2% annually. 
However, the actual rate of economic growth has not exceeded an average of 
5% annually. This is still a great achievement in the light of the many 
obstacles which hinder such efforts. 
One big obstacle to economic development in Egypt is the high rate of 
population increase, especially in the numbers of dependent children and 
old people. The government has tried by several measures to curb increased 
population. One of these methods is to pay allowances for fewer children. 
Another is to establish birth control centres all over the country and to 
distribute birth control information. However, major results of such 
programmes will take years to show up. The big question here is, what does  
that mean to the secondary school curriculum? In other words, what is the  
contribution of the general secondary school curriculum in solving this  
problem? As will be noted later, the curriculum planners have not paid 
direct attention to such a problem. 
Another obstacle in the path of economic development in Egypt is the 
mere transfer from a free market economy to a planned economy. The transfer 
period involves problems of management, planning and pricing incentives as 
well as others. For example, one can look at the importance of the problem 
of management to the Egyptian economy. In a very short period of time there 
were created about 4,800 co-operative organisations, all of which needed 
well-trained managers who were unavailable. Also, the introduction of many 
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new, complicated industries and the modernisation of others required 
technically skilled labour which is in great demand and short supply. 
How could the general secondary school curriculum contribute to this  
problem? General secondary schools are turning out annually thousands 
of young people who are going to sit at desks, disturbing work instead 
of fulfilling work. Or, at least, they may be added to the surplus number 
of clerks which already existed. 
Considerable political changes have occurred. From monarchy, the 
Republican regime was established. Complete independence was accomplished. 
Political parties which were dominated by the King, feudalists, and 
capitalists, were replaced by one political organisation for the whole 
people. Mass representation has been attained since 1957. Peasants and 
labourers have been granted the right of 50 per cent representation in 
parliament membership as well as in all legislative councils. 
The democratic trend is manifested in the accelerated reduction of the 
barriers between classes of society. This is grounded in the widely spread 
conviction that an educated electorate is essential to the welfare of 
society. Society has, therefore, moved away from education for the few to 
education for the many. 
However, democracy as it has been established in Western nations has 
never been achieved in Egypt. This could be attributable to a combination 
of lack of experience, a high rate of illiteracy, and lack of political as 
well as economic awareness even among educated people. What contribution  
did the curriculum make to this problem, and how can it help in solving it? 
The answer to such a question will come later. 
In education, in the light of the foregoing goals, Law No.210 of 195319  
was issued which provided for the establishment of (six years) unified 
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primary education (from 6 to 12) and removed the gap between the former 
elementary and primary education. This stage has since become free and 
compulsory. It aims at helping the child achieve an integral and well-
balanced development, physically, mentally, emotionally, spiritually and 
socially. It also aims at the creation of a good citizen, able to parti-
cipate in a democratic society. 
The foreign language required (often English) was dropped in this 
stage. Promotion tests were also abolished. The primary education 
examination at the end of six years was also cancelled, and the admission 
of pupils to the preparatory stage was allowed between the age of ten and 
twelve as from the end of fourth form primary, for pupils who could pass 
an enrolment test especially held for this purpose. As for sixth form 
primary pupils they had to take a bearing test held by the section 
inspector.20 
A conference on free and compulsory education in the Arab States was 
held in Cairo in 1954,21 
 in co-operation with UNESCO. Outstanding among 
the Conference resolutions is the one calling for the introduction of a 
minimum six-year compulsory education period for all children. In 1956, 
Law No.21322 was issued to introduce six-year primary courses for all 
children. A general examination at the end of the sixth form is held by 
the local authorities. Table 2 reflects the growth of primary education 
enrolments between 1953/54 - 1975/76. 
The reorganisation of preparatory education was passed in the 1957 
Education Act No.55,23 which put an end to the overlapping and duplication 
between primary stage and this stage. This Act made the preparatory stage 
an independent stage of three years (from 12 to 15), instead of the former 
four. This stage ended with a public examination held by the respective 
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TABLE 2: THE GROWTH OF PRIMARY SCHOOL ENROLMENTS, AND THE 
GROWTH OF TEACHERS DURING THE PERIOD FROM 1953/54-1975/76 
Year Boys Girls Total Teachers 	 Ratio 
1953-1954 866,613 526,110 1,392,741 45,869 
1957-1958 1,302,743 783,961 2,086,704 54,766 
1966-1967 2,135,669 1,357,266 3,492,935 
1972-1973 2,472,893 1,516,285 3,989,178 93,502 
1974-1975 2,518,121 1,556,772 4,074,893 100,901 
1975-1976 2,535,663 1,582,273 4,120,936 112,649_ 
Source: Extract from reports on the Development of Education, 
the issues of 1957; 1968; 1973; and 1977; and 
Helmy, M.K., Report on the Results of Public 
Examination in the Academic Year 1974-1975, Cairo, 
1975, p.6 (in Arabic). 
educational zones. Successful students are given the Preparatory Education 
Certificate. 
As an intermediate stage, it is supposed to supply pupils with types 
of manual, artistic and mental experience and skills appropriate to their 
age and mental standard, and capable of discovering their abilities and 
interests for the type of Secondary education they desire to choose. It is 
also supposed to prepare a good citizen who can earn a living. 
In reality, the transformation from preparatory to the different types 
of secondary education is based only on the student's marks in the 
preparatory certificate examination. Thus, most of the students with the 
highest marks go to general secondary education, and of the rest, those who 
wish to continue their education go to technical schools. Therefore, no 
consideration is given to the student's attitudes and interests, since no 
educational guidance or abilities, attitudes and intelligence tests are 
used. Table 3 shows the intake of students in general and technical 
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secondary education, and the proportion of students in each type during 
the period from 1953/1954 - 1973/1974. 
TABLE 3: THE INTAKE IN GENERAL AND TECHNICAL SECONDARY EDUCATION 
1953/1954 - 1973/1974 
Year Intake 
in G.S. 
Education 
7 
Intake 
in T.S. 
Education 
Total 
1953-1954 109,711 87.6 15,566 12.4 100.0 
1960-1961 140,524 69.2 67,186 30.8 100.0 
1966-1967 244,979 67.5 119,810 32.5 100.0 
1969-1970 292,109 59.8 197,054 40.2 100.0 
1973-1974 - 48.0 - 52.0 100.0 
Source: Extract from Soliman, M.A.; Labib, R., History of  
Education in A.R.E. (Egypt), Cairo, Anglo-Egyptian 
Press, 1972, p.291, and The National Council for 
Education, Scientific Research and Technology, The 
1974 Report, p.61 (in Arabic). 
It should be noted in this table that there is a steady decrease in 
the proportion of students registered in general secondary education and 
vice versa in technical secondary education. This could be attributed, 
on the one hand, to the changing attitude towards manual work, and the 
difficulties of study and examinations in general secondary education. 
On the other hand, the planning for the First Five-Year programme (1961- 
1965), was designed to ensure the gradual expansion of technical education.24 
Moreover, although general secondary education is often the only path to 
universities and higher institutes, a graduate is not sure that he will 
get a place in higher education. 
The universities are faced each year with more students than they can 
admit. Table 4 indicates the magnitude of the problem. 
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TABLE 4: GENERAL SECONDARY SCHOOL GRADUATES AND THOSE ADMITTED 
TO UNIVERSITIES AND THE SURPLUS 
Academic 
Year 
Secondary school 
Graduates 
Number of those 
Admitted 
Surplus 
1955-1956 22,967 11,645 11,322 
1956-1957 22,649 8,615 14,034 
1957-1958 38,629 9,829 28,800 
1958-1959 29,531 13,842 15,689 
1959-1960 35,078 14,367 20,711 
1965-1966 50,700 29,150 21,550 
1966-1967 53,200 29,150 24,050 
1967-1968 55,770 29,150 26,620 
1968-1969 58,100 28,850 29,250 
Source: Extract from El-Said, E.M., The Expansion of Higher 
Education in the United Arab Republic, Cairo, Cairo 
University Press, 1960, p.15 and Ministerial Committee 
for Manpower, 'Report on Educational Policy,' Cairo, 
1967, p.73 (in Arabic). 
It was, therefore, essential to work out a fair criterion to determine 
the most eligible. University authorities were once inclined to hold a 
competitive examination, as usually happens under similar circumstances. 
However, the fact that the secondary school certificate is uniform throughout 
the country renders such an examination superfluous, hence it was decided 
to use the secondary school certificate as the basis for admission. 
Applicants are required to express their preference for more than one faculty. 
They are then arranged in order of merit. 
This system suffers from two obvious defects: first, it gives too 
much weight to the marks in the final secondary school examination, and thus 
eliminates those who may prove brighter at a later stage of their education. 
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Second, and more serious, it directs some students to faculties of their 
second or third or sixth choice.25 This occurs whenever their first choice 
faculty is fully occupied by more advanced competitors. 
It goes without saying that the universities try to admit as many as 
they possibly can. This policy, however, has compromised the standard of 
education, especially as regards the average student. 
But faculties vary a great deal in this respect. Some of them, such 
as Medicine, Engineering and Science are strict in their admission policies 
which are limited by the available laboratory facilities. Others such as 
law, arts and commerce, etc., are able to be more liberal in their admission 
policies. Hence they account for the greatest proportion of students, see 
Table 5. 
Up to 1953, the secondary stage covered five years after primary stage. 
The 1953 Education Act No.21126 replaced the former system, and general 
secondary education courses have since been designed to cover three years 
(15-18), after preparatory education. 
According to Al-Qabbani who served as Minister of Education between 
1952 and 1954, the quality of education should come before quantity, es-
pecially in secondary and higher education, and any nation which sacrifices 
quality for the sake of quantity in these two kinds of education is 
committing suicide. But Taha Hussein, the Sorbonne graduate who took his 
inspiration from the French ideals of humanitarianism, natural right, 
equality and liberty, believed that education is not a luxury but an absolute 
necessity like air and water and should not be bought and sold; it should 
be free and available to all who desire it. In his 'Future of Culture in 
Egypt' of 1938, he presented a critical analysis of Egyptian education and 
made constructive proposals for its future reorganisation, most of which 
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TABLE 5: COMPARATIVE FIGURES BETWEEN THE ADMITTED STUDENTS IN 
DIFFERENT FACULTIES IN THE ACADEMIC YEARS 1967/68 - 
1972/73 
Faculties 1967/68 
Number of students % 
1972/73 
Number of students % 
Arts 842 4.5 5427 11.3 
Law 821 4.4 5099 10.6 
Commerce 2389 12.7 9397 19.6 
Science 680 3.6 2578 5.4 
Medicine 	 - 2458 13.1 3683 7.7 
Engineering 3329 17.7 3985 8.3 
Economy 166 0.9 378 0.8 
Dentistry 443 2.3 417 0.9 
Chemistry 721 3.8 981 2.1 
Veterinary Surgery 617 3.3 765 1.6 
Agriculture 2059 11.0 6220 13.0 
Dar-Al-ulom 782 4.2 896 1.9 
Girls College 659 3.5 1616 3.4 
Education 2421 12.9 5563 11.6 
Egyptology - - 454 0.8 
Nursing 397 2.1 258 0.5 
Information - - 252 0.5 
Total 18784 100.0 47969 100.0 
Source: Report of The National Council for Education, 
Scientific Research and Technology, Cairo, first 
issue, June-September 1974. Annex No.9, p.107 
(in Arabic). 
were later accepted and put into practice either by himself when he was 
Minister of Education between 1950 and 1952, or by others. 
So, the secondary education law of 1949 is associated with Al-Qabbani, 
then Under-Secretary of the Ministry of Education, and the 1951 law is 
associated with T.Hussein, then Minister of Education. These two laws of 
secondary education represented two different policies or schools of thought 
whose successive conflicts produced the law of 1953. However, general 
secondary education is regulated at present by the General Education Law 
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of 1968. 
T.Hussein's policy was accepted by the Revolution government of 
1952, and ever since there has been an enormous increase of the enrolments 
in general secondary schools. Table 6 shows an apparently rapid decrease 
of enrolments in the academic year 1953-1954, but in reality this was a 
result of dividing the former five-year secondary schooling into two stages, 
preparatory and secondary. It also shows that the number of girls nearly 
doubled within the period 1954-1960.27 
The total number of students enrolled in the general secondary edu-
cation is steadily increasing, but the rate of growth is gradually decreasing. 
This is evidenced by the fact that this rate was 9.6% in the academic year 
1965/1966, whereas it dropped to 6% in the academic year 1967/1968.28  
It is noticeable, however, that despite the decrease in the rate of 
enrolments in general secondary schools, the rate of enrolment in the girls' 
schools is higher than that in the boys' schools, especially in 1966/67 and 
1967/68, see Table 7. 
In comparison between the male and female enrolments in 1969/70 and 
1970/71, for example, it is noticeable that the rate of enrolments in boys' 
schools increased in 1970/71 by only 1.2% whereas this rate rose to 2.4% 
in the girls' schools. Therefore, the percentage of female to the total 
number of students was 31.7% in 1969/70, and rose to 32% in 1970/71.29 
This is an evidence of the people's positive attitude and their increasing 
awareness as regards to education for girls. 
The number of teachers was 3.8% less in 1970/71 than in 1969/70. This 
was due to two major factors: 1) the number of teachers sent by the govern-
ment to other Arab States, and 2) teachers required for military service 
owing to the atmosphere of war in the Middle East.30 
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To solve the urgent problem of a shortage of teachers, the Ministry 
of Education took emergency measures. Private contracts for working abroad 
were suspended; civil servants working in some other sectors were encouraged 
to take up teaching; and those who had retired from the teaching profession 
were invited to come back.31 But in reality these measures did not solve 
the problem especially in the long run, and they compromised the standard 
of education. 
The increase in the number of boys in 1974/75 was some 9269 or 4.3% 
more than the figures in 1973/74. But the growth rate of girls in 1974/75 
was even more, it was 7454 girls or 7.0%. Thus, the proportion of girls 
to the total number of students reached 32.8% in 1973/74, and 33.4% in 
1974/75.32 Table 8 shows the enrolments as percentage of relevant age 
group. 
TABLE 8: ENROLMENTS AS PERCENTAGE OF RELEVANT AGE GROUP 
Country Year Primary Inter- 
mediate 
Secondary Higher Literacy 
rate 
GNP 
US 
Egypt 1973 74% 46% 31% 10% 35-40% 240 
S.Arabia 1973 54 25 10 2.3 20-30 1300 
Iran 1973 77 38 24 3.0 50 723 
Algeria 1973 67 21 8 3.0 25 320 
Morocco 1972 56 14 2.5 - 25 290 
Lebanon 1972 130 62 37 11 68 754 
Jordan 1972 104 63 31 27 59 270 
Ecuador 1972 95 35 19 6.5 69 313 
Venezuela 1973 97 42 14.0 77 1056 
Source: A.R.E. Ministry of Education, Education and Training 
in Egypt, Cairo, Ministry of Education Press, February 
1976, p.3 
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Despite a low GNP, Egypt, like Jordan and Lebanon, shows high 
participation rates in all levels above primary stage. 
III. THE GENERAL SECONDARY SCHOOL CURRICULUM NON-CHANGE  
1. Aims  
General secondary education is an independent stage which provides 
free education for a selected group of boys and girls between the age of 
fifteen and eighteen. The basic requirement for admission to this type of 
education is the pupil's aggregate in the examination of preparatory edu-
cation. The courses of study comprise three years divided into one year 
general course, followed by two years special course, either in arts or in 
science sections. In 1976/77, the science section of the third year was 
divided into two sections, science and mathematics. 
The main aim of the curriculum in this type of education is to serve as 
a selection base for higher education. Programme of study is relatively 
rational, deductive and intellectualised. Emphasis is placed upon the 
academic aspect and the development of the student's mind. The intellectual 
training is carried up through the main subjects of the curriculum. 
Despite the fact that one of the stated aims is to satisfy the develop- 
mental needs of late adolescence, to prepare for good citizenship and social 
usefulness and to prepare for earning a living,33 this curriculum is 
characterised by being relatively unresponsive to social pressures arising 
from social, economic and political changes. It is the characteristics of 
encyclopaedic curriculum theory which, to some extent, the aims of general 
secondary school curriculum are confirming. 
An educational programme, like any activity, is directed by the 
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expectations of certain outcomes. As for religious education, for example, 
the following statements are found: 
"Constructing the student's belief in God and his Prophet 
and his law." 
"Developing his understanding on how to build a family on 
moral values." 
"Deepening his belief as a positive member of society." 
"Making religion an aid in solving life's problems." 
34 
As for Arabic language, the following are some of the statements available: 
"To increase the student's belief in his language as an 
original component of Arab personality and Arab 
nationality." 
"To develop his ability in scientific thinking." 
"To develop his ability to read, understand and formulate 
critical decisions about his reading and to benefit from 
all these in his practical life." 
"To increase his ability to understand literary terms, to 
feel the beauty in them, analyse them and criticize them." 
"To increase his ability to express his readings in his own 
words." 
35 
In English language, some of the statements are as follows: 
"To read with understanding, both in class and at home." 
"To widen the student's range of knowledge in both the 
culture of the U.A.R. and the culture of English speaking 
nations." 
"To cultivate the habit of reading English." 
36 
In the natural sciences, the following statements are examples: 
"Assisting students 
physics, chemistry 
"Assisting students 
thinking." 
"Assisting students 
37 
in acquiring functional knowledge in 
and biology." 
in using the scientific method of 
in acquiring relevant skills." 
In art education, the following statements are given as an example: 
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"Assisting the student in developing his personality, 
and realising his identity." 
"To respect manual work and the workers." 
"Discovering the artistic abilities in students and 
developing them." 
38 
The following are examples of social science statements: 
"Knowledge of the important sources of wealth in the 
country and the means of benefiting from them and 
caring for them." 
"Knowledge of national history and its glories, its 
civilisation and its struggle for freedom and inde-
pendence." 
"Developing the student's feeling towards Arab 
nationalism, and asserting that it possesses social, 
economic and cultural unity." 
39 
Finally, in mathematics: 
"Training the student in using scientific methods and 
mathematical logic." 
"Developing his creative abilities." 
"Developing his scientific attitudes." 
40 
"Assisting students in using the mathematical language 
accurately, and in acquiring the skills of using 
calculators and investigating, analysing and criticising 
mathematic ideas." 
"Supplying students with mathematic materials necessary 
for other areas or disciplines of knowledge, for facing 
practical life, and finally, for following up higher 
studies." 
41 
However, making verbal formulations of goals and objectives does not 
ensure that these goals and objectives will be realised. Before going 
further, three questions have to be answered: 1) what is the relation 
between these aims on the one hand and the teachers and students on the 
other? 2) what is the link between these aims and the curriculum content, 
experiences and the materials provided for the programme of instruction? 
3) what is the link between these aims and the system of evaluation? 
In reality, the Egyptian teacher is not involved in determining the 
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aims and objectives of his own subject. Neither the teacher nor the 
student is counselled or given a chance to express an opinion about the 
curriculum goals and objectives. They are not even available either for 
teachers or for students. They are not even published in a teacher's 
guidance book to be delivered to the teacher to guide him in his work. 
The curriculum and textbook are, actually, imposed on the teacher and 
the student at the beginning of each academic year. As for the curriculum 
aims, the teacher does not even receive the objectives determined by experts 
in the Ministry of Education in Cairo, the only thing he actually receives 
at the beginning of each year is an outline determining how many lessons 
he has to teach (from a determined textbook) in the first session, and how 
many in the second and so on, in such a way so as to enable him to complete 
the textbook. 
This does not mean that the teacher does not have - explicitly or 
implicitly - his own goals. The teacher usually does have his own goals. 
But these goals are often concentrated around how to transmit or impart the 
determined textbooks to the students. 
The experts in each subject (they are usually accommodated in the 
Secondary Education Department in the Ministry of Education in Cairo), are 
the only people involved in setting curricula, the aims and objectives of 
the curricula, and textbooks for every single school throughout the country. 
Therefore, neither the teachers nor the students are involved in setting or 
even accepting educational aims and objectives. The only thing the student 
knows as an objective is to act or interact in such a way as to enable him 
to pass the examination. 
The above mentioned aims are mostly vague, general and not operational. 
Therefore, it is better to call them aims, but not objectives. These aims 
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are not formulated in terms of the changes in students the curriculum 
is intended to bring about. The general secondary school curriculum is 
a curriculum without an explicit set of clearly defined goals and specifi-
cations. Examples of such aims are: "Each student ought to have the 
educational opportunity which could help him to develop himself to the 
maximum possible extent."42 "To develop his ability of scientific thinking 
and to make use of it in his life ...", etc. These aims do not specify by 
what materials, experiences or content they should be achieved, neither do 
they specify in what sense the student should be taught the subject. 
Therefore, once teachers are aware of these aims they may be confused 
about the possible way of achieving them. To accomplish curriculum goals 
and objectives, the curriculum makers must choose words that convey the 
same meaning to all intended readers, whether they are teachers or students. 
Statements like these, for example, 'Assisting students in acquiring 
relevant skills.' 'Assisting the student in developing his personality, 
and realizing his identity,' etc. Statements of objectives like these can 
be interpreted differently by different teachers, they give them no direction 
in selecting materials, organising content, and describing obtained outcomes, 
nor do they provide a common basis for instruction or evaluation. Thus, it 
is not surprising to find a discrepancy between the written aims and the 
reality in the Egyptian classroom. 
Statements of curriculum objectives formulated in this way are often 
very broad in scope, such as, 'to assist the student to appreciate the value 
and power of mathematics in our life,' 'the development of good citizenship.' 
Such statements give no indication of the kinds of changes to look for in 
students, and the behavioural changes involved in these statements cannot 
be directly observed and thus, cannot be evaluated. In other words, because 
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of their vagueness, they cannot serve as an instruction model or plan, 
and it is better, therefore, to call them aims or goals rather than 
objectives. Bloom wrote: 
"We feel that once objectives are defined clearly, they 
can become models or plans that help shape and guide 
the instruction and evaluation processes." 
43 
Thus, what statements of aims in the general secondary school need 
are the following steps. First, the general aim stated in broad terms 
should be broken down into a content component and a behaviour component. 
The content area refers to the specific subject matter to be conveyed. The 
behaviour refers to what we want the student to do with the materials. 
Second, the formulation of statements must describe definitely the minimum 
level of student performance. 
Bloom has classified the educational objectives in the following way: 
Cognitive Domain  
6 - Evaluation 
5 - Analogy or Synthesis 
4 - Analysis 
3 - Application 
2 - Comprehension 
1 - Recall or memory  
(upper level) 
(lower level) 
Bloom's taxonomy could be stated in this order for two reasons: first, 
because the mental process starts usually with recall first, then compre-
hension, and so on, up to the evaluation. So, each step depends on the 
previous ones, but not vice versa. Second, because recall and comprehension 
are the lower level of mental process, so the start should be from the bottom 
up to the top, not vice versa. 
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Affective Domain 
5 - Value characterisation 
4 - Organisation 
3 - Value or attitude 
2 - Responding 
1 - Receiving or acceptance45 
The psychomotor domain has not yet been introduced. Some objectives 
aim to formulate psychomotor skills in students, and could be taught through 
art education, physical education, manual training, woodwork and so forth. 
Accepting this taxonomy, we may find that curriculum aims and goals 
in general secondary school in Egypt are concentrated on the cognitive 
domain. Moreover, the concentration is on the lower level of the cognitive 
domain, while the values, attitudes and psychomotor skills have little 
attention, and this, in turn, has restricted the instruction process to 
recall and memorise. 
The lack of attention paid to the affective side has made the terms 
such as 'moral values', 'attitudes', and 'beauty values' outward terms, empty 
of effectiveness. The teaching of these values has been restricted to oral 
or written composition rather than to practising them. The lack of attention 
paid to the psychomotor skills has led to the lack of practical studies, 
physical education and art education; and this, in turn, led to failure to 
respect of manual work.46 This could be attributable also to the fact that 
little attention has been paid to the socio-economic and political needs of 
society. 
2. 	 Content  
No phase of education in Egypt has aroused as much discussion as that 
of the curriculum content. The problem of what to teach and how much to teach 
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raises more discussion in educational debates than the subtle and difficult 
problem of how to teach. 
The general secondary school has followed the encyclopaedic school of 
thought that all knowledge of the real world is useful and should be included 
in the content of its curriculum. In practice, however, curriculum content 
in this school emphasises the importance of native and foreign languages, 
mathematics, natural sciences and social sciences. The content consists of 
more than ten subjects and, therefore, arouses debates and contradiction 
about the depth and breadth of the content of the curriculum. The need has 
been felt for depth studies in the last two years of general secondary school 
in those subjects which students intended to specialise in the university. 
The Ministry of Education, therefore, is struggling to retain a broadly 
based curriculum while reducing the number of subjects. 
According to the 1953 Education Act No.211, the courses of study in 
general secondary education have been designed to cover three years. The 
course of the first year is general and those of the second and third branch 
into two sections, literary and scientific. The main aim was defined as "to 
qualify students for universities and higher institutes."47 
The following subjects were taught in the first year: 1) Religious 
education and Koran, 2) Arabic language, 3) the first foreign language and 
translation, 4) the second foreign language, 5) mathematics, 6) history, 
7) geography, 8) Egyptian society, 9) physics, 10) chemistry, 11) drawing, 
12) hobbies, and 13) physical education. 
The following subjects were taught in the second and third years, 
literary section: 1) Religious education and Koran, 2) Arabic language, 
3) the first foreign language and translation, 4) the second foreign language, 
5) history, 6) geography, 7) principles of philosophy, 8) principles of 
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sociology, 9) hobbies, and 10) physical education. In addition to these, 
optional subjects (as a special level), were afforded, such as Arabic 
language the first foreign language, history and geography. 
In the scientific section in the second and third years the following 
subjects were taught: 1) Religious education and Koran, 2) Arabic language, 
3) the first foreign language and translation, 4) the second foreign language, 
5) mathematics (including mechanics), 6) biology, 7) physics, 8) chemistry, 
9) hobbies, 10) physical education. In addition to these, optional subjects 
were taught (as a special level), such as, mathematics, physics, chemistry 
and biology. The minimum lessons per week were not less than 36, of 50 
minutes each.48 See plan of study, Table 9. 
The distribution of subjects on different forms, the number of weekly 
lessons for each subject, and the syllabuses were issued by ministerial 
decrees made by the Minister of Education himself.49 
The teaching of German was started in 1955/56,50 
 in the big cities and 
towns. The teaching of Italian was also introduced in zones where it was 
more commonly used, such as Cairo, Giza, Suez and Port-Said. It is worth 
noting that the teaching of one or two of these languages to the student 
has not been based on his own desire or according to his own ability or 
interest, but rather on his total marks in the Preparatory Certificate 
Examination. Successful students in this examination with the highest marks 
can join English classes in the general secondary schools, and those with 
lower marks can only join French or German classes. It is evident here that 
inequality of educational opportunity has no reasonable justification. 
After the Suez Canal Crisis in 1956 stress was laid on military 
training which was introduced as an obligatory subject in the curriculum, 
"in order to create a tough and solid generation able to shoulder the re- 
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TABLE 9: PLAN OF STUDY FOR GENERAL SECONDARY EDUCATION DURING 
THE PERIOD FROM 1953/54 - 1955/56 
Subjects First 
Year 
Second Year 
Literary 	 Science 
Third Year 
Literary 	 Science 
Religion 1 1 1 1 1 
Arabic language 6 8 5 8 5 
First foreign 
language 6 7 5 7 5 
Second foreign 
language 4 5 4 5 4 
History 2 2 - 2 
Geography 2 2 - 2 
Egyptian society 2 - - - 
Principles of 
sociology - 2 - 2 - 
Principles of 
philosophy - 2 - 2 - 
Mathematics 4 - 7 - 7 
Physics 2 - 3 - 3 
Chemistry 2 - 3 - 3 
Biology - - 3 - 3 
Drawing 1 - - - - 
Hobbies 2 2 2 2 2 
Physical Education 2 2 2 2 2 
Special Courses* - 3 3 3 3 
Total 36 36 38 36 38 
Source: Husri, S., Arab Cultural Annual '5' issued under the 
auspices of The Cultural Department of the Arab League, 
Cairo, 1957, p.563, and Boctor, A., The Development 
and Expansion of Education in the United Arab Republic, 
Cairo, The American University in Cairo Press, 1963, 
p.161 
* These represent advanced courses in physics, chemistry, biology or 
mathematics for the scientific section; and Arabic, English (or 
French), geography or history for the literary section. 
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sponsibility lying ahead in defending the fatherland."51 Two lessons per 
week have been introduced ever since in the three years of secondary edu-
cation. 
Secondary school students have been taught the principles of co-
operation and those articles of the Constitution relating to co-operation and 
social solidarity, as well as the Co-operative System on which certain inter-
national organisations are based.52 However, no attention has been paid to 
the principles of democracy, and the different kinds of political systems 
in the world and the importance of the freedom of expression and criticism. 
In other words, no political education has been given at all. If we could 
take into consideration that general secondary education is the open door to 
universities and higher education, and most of the leaderships in social 
and political positions have been chosen from the university graduates, we 
could say that general secondary education has partly missed one of its 
important targets, that of helping to create a conscious, enlightened and 
democratic society.53 
Following the Central Ministerial Decree No.11095 issued in February 
1958,54 hobbies and practical studies were introduced in all general 
secondary schools. Each school chooses the hobbies and studies most ap-
propriate to its location and environment. The purpose of these studies is 
supposed to foster among the students the sense of dignity of labour and 
manual work and to give them practical experience which may help them in the 
future. But in reality, the shortage of teachers for these studies, and the 
shortage of materials and equipment required have made them either to be 
abandoned or converted to other lessons. 
Starting with the academic year 1959-1960,55 
 five general secondary 
schools were converted into experimental schools (four for boys and one for 
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girls). The main purpose was to introduce certain industrial and commercial 
subjects in boys' schools, and also certain industrial, commercial and 
feminist subjects in girls' schools. These subjects replaced the second 
foreign language and the practical studies in the general study plan. The 
Ministerial Decree No.1033 stated that: 
"The purpose of establishing these schools is to 
introduce vocational subjects into the curriculum 
of the general or academic secondary schools." 
56 
After the declaration of the National Charter in May 1962, there was a 
tendency to expand the application of this plan in the preparatory and 
general secondary education.57 But in spite of that, this tendency has 
never been in application so far. And this experiment was afterwards 
abandoned. Perhaps this could be attributable to the changeable policy 
which has always been directed by one man - the head of the Ministry of 
Education. The changeable policy can also be seen from the next examples; 
the special level subjects were provided during the 1950s and abolished 
during the 1960s58 and came back afterwards in 1974-75. The teaching of the 
second foreign language in the first year was abolished in 1960/61, and pro-
vided again since 1965/66.59 
According to the 1968 Education Act (No.68),60 the preparatory technical 
schools have been converted to secondary technical or general preparatory 
schools. Thus, ever since there has been one unified preparatory school with 
academic spheres. This unification of preparatory schools has been done to 
facilitate matters, in future when the compulsory education is increased to 
cover both the primary and preparatory stages of education,61 see the 
Educational Ladder in Figure 1. 
With regard to the general secondary stage, it is still three years, 
free for the successful candidates at the age of 15 to 18, and most of the 
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secondary schools are under the supervision of the State. 
In 1970, the Ministry of Education started an experiment in teaching 
modern mathematics for the secondary stage. The experiment was supported 
by new curriculum prepared by UNESCO and adapted by the Egyptians for the 
Egyptian students. New curricula for 'geography' and for 'Arab society' 
were introduced in 1970 in the third form. A new curriculum for physical 
education has been introduced in 1970 again, after it was ignored in the 
1960s. As for geology, draughtsmanship, and technical drawing, they were 
all abolished in the new plan of 1970.62 New textbooks were prepared for 
modern mathematics, geography and Arab society, see the Plan of Study in 
Table 10. 
It suffices to say, from the first look at this plan of study, that 
the Egyptian student is given 13 to 15 different subjects, including three 
languages, or 36-38 lessons a week. It is surprising to know that the 
highest officials in the Ministry of Education are aware of the fact that 
the materials and the content offered may be far beyond the capacity of any 
human mind. Therefore the Ministerial Decree No.167 was issued on 26th 
August 197663 to make some revisions in the curriculum of the third form. 
This decree stated that: 
"Because of the desire of giving the student more 
chance of choice among subjects, and more deep 
specialisation in the third form (scientific section), 
the plan of study in this section has changed for 
this academic year (1976-1977), to be as follows." 
The scientific section in the third form has been divided into two branches: 
the science branch and the mathematics branch. First all students in the 
two branches have to study the following subjects: Arabic language, first 
foreign language, second foreign language, physics, chemistry, religious 
education, physical education and practical studies. Second, students in 
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TABLE 10: 	 PLAN OF STUDY IN GENERAL SECONDARY EDUCATION (1970) 
No. Subjects 1st year 2nd year 3rd year 
Lit. Sci. Lit. Sci. 
1 Religious Education 2 2 2 2 2 
2 Arabic language 7 7 5 7 5 
3 First foreign language 6 7 6 7 5 
4 Second foreign language 3 5 3 5 3 
5 History 2 3 - 3 - 
6 Geography and Maps 2 3 - 4 1 
7 Arab society 1 1 1 1 1 
8 Sociology - 1 - - - 
9 Economy - 1 - - - 
10 Philosophy, Logic & 
Psychology - - - 3 - 
11 Mathematics 4 - 7 - 8 
12 Biology 2 - 3 - 3 
13 Chemistry 2 - 3 - 3 
14 Physics 2 - 3 - 4 
15 Artistic Education 1 1 - - - 
16 Physical Education 2 2 2 2 2 
17 National Education 1 1 1 1 1 
18 Practical studies (agri. 
work for boys and 
domestic science 
for girls) 1 2 1 2 1 
Total of lessons 38 36 37 37 38 
Source: Ministry of Education, The Modified Curriculum for 
General Secondary Stage, Cairo, 1970; General 
Department of Secondary Education; Curricula and 
textbooks Department 1211 of 1970; and A.R.E. 
Ministry of Education, Documentation Centre for 
Education, 'The System of Education in the A.R.E.,' 
Cairo, Ministry of Education Press, 1973, p.19 
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the science branch have to study, in addition to the above mentioned 
subjects, biology of an average 4 lessons a week, and mathematics on an 
average of 4 lessons for traditional mathematics or 5 lessons a week for 
modern mathematics. Third, students in the mathematics branch have to 
study, in addition to the above mentioned subjects in the first category, 
mathematics of an average 8 lessons a week for traditional mathematics 
or 9 lessons a week for modern mathematics.64 
All students in the two branches have the right to choose only one 
language to be studied on a 'special level' if they desire to do so.65 
The Plan of Study in the literary section is continued as it was in 
the academic year 1975-1976.66 
The Plans of Study in the first form and in the second form (scientific 
section) are continued as they were in the academic year 1975-1976.67 The 
Plan of Study in the third form of general secondary education in the 
academic year 1976-1977 is as follows in Table 11. 
This modification in the plan of study in the third year has both its 
advantages and disadvantages. One the one hand it reduced the number of 
subjects since it cancelled the subjects of Arab society, national education 
and military training. It gives the student more chance to choose, since 
it has divided the study in the third form into three groups of subjects 
(literary, science, and mathematics), instead of the former two (literary 
and scientific). It has provided a guide for the student to choose the 
kind of faculties he prefers, since a student's choice of one of these three 
groups of subjects gives an indication of the kind of faculties and colleges 
which he intends to join after obtaining the General Secondary Certificate. 
The Ministerial Decree No.167 has limited the faculties and colleges 
which are allowed to the graduates from each branch.68 For example, the 
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TABLE 11: PLAN OF STUDY FOR THE THIRD FORM OF THE GENERAL SECONDARY 
SCHOOL IN THE ACADEMIC YEAR 1976-1977 
Subjects Literary Section 
Science Branch 
Scientific Section 
Ordinary 
level 
Special 
level 
Maths Branch 
Ord. 
Level 
Special 
Level 
Ord. 	 Special 
Level 	 Level 
Religious 
education 2 - 2 - 2 - 
Arabic language 6 1 5 1 5 1 
1st Foreign 
language 6 1 5 1 5 1 
2nd Foreign 
language 5 - 3 - 3 - 
History 3 - - - 
Geography 3 2 - - 
Philosophy, Logic 
Psychology 2 2 - - 
Mathematics* - - 4 or 5 - 8 or 9 
Biology 4 
Chemistry 3 3 
Physics - - 3 - 3 
Physical 
Education 2 - 2 - 2 
Practical 
Studies 2 1 1 
Total 31 3 32 or 33 1 32 or '33 1 
* The plan of study in mathematics (in the science branch) is 
4 lessons for traditional mathematics or 5 lessons for modern 
mathematics. In the Mathematics branch it is 8 or 9 respectively. 
Source: A.R.E. Ministry of Education, Ministry Office. The 
Ministerial Decree No.167, 26 August 1976, concerning 
the plan of study in the third form of general 
secondary education in the academic year 1976/1977, 
Cairo, Ministry of Education Press, 1976, p.12 (in 
Arabic). 
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mathematics branch qualifies its students to join Faculties of Engineering, 
Technology, Science (Natural Science branches), Commerce, Economy and 
Political Science, and Faculties of Education (Natural Science branches). 
The Science branch qualifies its students to join Faculties of Medicine, 
Dentistry, Veterinary Surgery, Chemistry, Agriculture, Science (Biological 
Science branch), and Faculties of Education (Biological Science branch). 
Thus, a student when he chooses one of the three branches, knows in advance 
the places that shall be opened for him after obtaining the General Secondary 
Certificate. 
On the other hand, this modification has closed opportunities that 
were open before the student to join any of all the above mentioned faculties 
according to his aggregate total marks. Second, this modification does not 
realise the depth of specialisation, since all differences between science 
and mathematics branches are restricted to 4 lessons for teaching biology 
in the science branch more than that in the mathematics branch, and 4 lessons 
for teaching mathematics in the mathematics branch more than that in the 
science branch. Third, this modification cancelled the subject matters of 
Arab society, national education, and military training, and this does not 
realise one of the secondary school aims, to prepare its students on the 
national level. 
As for these innovations and modifications which occurred in the curri-
culum, how may they be classified? Are they curriculum improvements or 
curriculum changes? Perhaps the first requirement here is to differentiate 
between curriculum improvement and curriculum change, 
"Curriculum improvement means changing certain 
aspects of the curriculum without changing the 
fundamental concepts of it or its organisation. 
Improvement consists mainly of an extension of the 
existing concept of the curriculum and its organisation." 
69 
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In this sense, the innovations and changes carried out in the general 
secondary school curriculum may be considered as curriculum improvements, 
but not a curriculum change. 
To change a curriculum means, in a way, to change an institution. 
Changing institutions involves changing both goals and means, although as 
Merton has pointed out, goals and institutionalised means may not always 
correspond. There may be emphasis on goals without an emphasis on means 
to chieve these goals.70 Educational goals, such as educating the whole 
child, may be, as Coffey and Golden have pointed out, "an inspiration with 
little attention being paid to the institutional means of achieving it." 
Such aspirations are "likely to be idealistic or sloganistic."71  
Textbooks are full of repeated information and cramming. The student 
in the scientific section has to study about 79 textbooks within three years, 
they contain 11,850 pages, with an average of 3,950 pages annually. In the 
literary section, the condition is no better; the number of textbooks is 
66, containing 9,900 pages with an average of 3,30072 pages annually. 
Faced with this position the teachers compress the texts into abridged 
notes, which in turn the students abridge further into nutshell facts to be 
reproduced in the examination. 
The number of subjects and weekly periods are so many and the items 
under every subject are so complicated and detailed, that the student's 
capacity cannot cope with them. The student's mental level has not been 
taken into account. For example, the syllabuses of mathematics in the first 
form contain algebra, geometry and trigonometry, they contain about 29 items. 
And in the second form (scientific section) there are algebra, geometry, 
analytical geometry, solid geometry, trigonometry and mechanics, they 
contain about 35 items. And in the third form (scientific section) there 
- 441 - 
are all the above mentioned subjects in addition to preference and 
integration, they contain 39 items,73 complicated and detailed. In 
addition, the time allocated to these details is insufficient if a full 
treatment of the details is required. From the students' side, cramming 
is simply a way of meeting this situation, therefore, real love of 
scientific investigation and work is lacking as a consequence. The 
Ministerial Committee for Manpower reported that textbooks and syllabuses 
should be clarified and revised, and exaggeration, repetition and cramming 
should be avoided.74 
It is fair to say, therefore, that this content, either implicitly 
or explicitly aims particularly at facts and mere information, rather than 
creative thinking and developing the whole student. Hence there is a lack 
of confirmation between the content and the aims which are assumed to be 
achieved through it. In other words, goals and means do not always correspond. 
In this sense, the content is not valid because it does not promote the 
outcome which it is intended to promote. 
As can be noticed from the presentation of content, there is too little 
recreation and open-air activities, too little intimate and informal contact 
out of the classroom between students and productive activities (i.e. how to 
repair a motorcar, build a house, install electric wires, grow flowers, etc.). 
There is a necessity for selecting varied and limited learning experiences 
to assure that the desired goals are achieved. The experiences afforded 
in the general secondary school are lacking variety and comprehensiveness; 
since many of the goals expressed have little or nothing to foster correspond-
ing experiences. It is as Tyler said, 
... if one of the objectives is to develop skill in 
problem solving, this cannot be attained unless the 
learning experiences give the student ample opportunity 
to solve problems." 
75 
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But instead of this, the syllabuses and textbooks are full of information 
and facts which do not leave any chance for the student to depend on his 
own thinking, the result is lack of genius, hatred of learning and 
cessation of all mental activity at the end of the final examination. 
The syllabuses and learning experiences, therefore, are lacking 
suitability, and the ability of developing the student's personality and 
his attainments. The students, in turn, have lost the kind of satisfaction 
from carrying on this kind of experience and as a result the repetition of 
the same grade, absence and drop-out have become evident.76 
Many areas of skills have been neglected in the content. For example, 
the one which constitutes the basis for academic study, at least on the 
elementary level, as Taba pointed out: 
"The skills necessary for independent and creative 
intellectual work, the ability to locate and 
evaluate information from sources other than 
textbooks and the processes of solving problems 
and analyzing data." 
77 
This area of skills is especially important in the programme of instruction 
which can make a transition from 'following the textbook' to assignments 
which require the use of multiple sources. 
To prepare students for the complicated life outside school that they 
are likely to face, emphasis on problem solving suggests a need for additional 
skills, such as the ability to define a problem, to plan a method of inquiry 
and to limit the sources for particular purposes, and the ability to master 
simple research skills, such as tabulating and classifying information and 
experimenting with different ways of organising and interpreting.78 
This area is entirely neglected in the general secondary school curri-
culum. Moreover, the teacher may resent the use by a student of any book 
not prescribed by the Ministry of Education, even if this book deals with 
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the same subject. Therefore, both the teacher and the student are slaves 
to the prescribed textbook. A summary of it is often made by the teacher, 
and dictated to the student; the latter boils this down still more until 
the skeleton - the bare facts only - remain, cold and lifeless. The student 
repeats and repeats these facts until the last minute before the examination 
begins. So, the nature of the curriculum in this school does not leave a 
chance to the student to master a subject nor pursue any scheme of reading 
outside the textbook prescribed. This 'disease' moved, even, to the parents 
who dislike to see their children reading any books other than textbooks. 
Another needed skill is that of using authority democratically. In 
school as well as out of school, there are many occasions to practice 
authority. This practice not only causes much conflict but also teaches 
undesirable methods of control. These dangers and the like could be avoided 
by a development of skills in democratic use of authority. For example, socio-
dramatic training in resolution of conflicts provides opportunities for 
learning the more difficult democratic procedures for control.79 
This has led us to another area of skills, which is neglected in the 
general school curriculum, they are skills related to the participation in 
and the conduct of groups. Group activity has become increasingly important 
in modern life, and, as a consequence, as Taba et al. pointed out, 
"... the development of vastly improved techniques of 
group deliberation and of making group decisions is 
considered one of the major tasks of society today -
and, therefore of the schools today." 
80 
In spite of the curriculum planner having recognised the importance of 
this area of skills,81 no action has been taken for developing them and one 
of the most serious deficiencies is a lack of skills in the effective 
functioning of groups: thinking, planning, making group decisions and 
- 444 - 
participation in team work. Scarcely any analysis of these skills and the 
methods of learning them are available. Therefore, once again the content 
and learning experiences are lacking in variety and comprehensiveness. 
Despite the fact that the general secondary school is a school for a 
potential elite, who may consider it as a bridge to university and higher 
education, and subsequent leadership,82 
 teaching appropriate leadership 
roles is another area neglected in the syllabuses and learning experiences. 
Many of the Egyptian Cabinet and Parliament Members today are doctors and 
engineers (with Ph.D. degrees), and an enormous number of them are doctors, 
engineers and lawyers with university degrees who, during the course of 
their education often passed through the general secondary school. Therefore, 
practising a reasonable range of possible leadership roles, and training in 
carrying out a variety of these roles is important, both for immediate 
effectiveness and productiveness in adult life as well as in the future of 
the country. 
The emphasis on the importance of introducing this kind of training is 
needed if Egypt is willing to correct the current practice of throwing into 
leadership roles persons who already show a capacity and who, because of 
their home background or cultural advantages, already have developed the 
qualities and skills necessary for assuming such roles. 
3. Organisation and Method  
As an encyclopaedic curriculum in the general secondary school, it is 
organised along the subject-centred approach. A high value is placed on 
reason and logical organisation of the content. Since logical organisation 
of the curriculum content is first in importance, the problems and interests 
of pupils as well as the socio-economic and political demands are ignored or 
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treated as of secondary importance. There is a very strong insulation 
between the 'pure' and the 'applied' knowledge. There is a weak relation-
ship between the educational knowledge and everyday community knowledge. 
The insulation between the curriculum and everyday community knowledge 
would be weak if the separate subjects are grouped, integrated and taught 
together. 
It is recognised that learning is more effective when facts and 
principles from one field can be related to another, such as relating what 
is learned in mathematics to what is learned in science using the ideas 
generated in the study of literature to explain the perception of a historic 
period, or relating ideas about historic causality to causality as it 
functions in the dynamics of community life, so that there is unity in the 
student's outlook, skills, attitudes and the like.83 
Would not the insights gained about Egyptian and Arabic life from 
reading Arabic literature enrich the perceptions gained from the study of 
history? Would not the idea of function learned in mathematics reinforce 
or elucidate the functional relationship expressed in the law of supply 
and demand? Logical reasoning learned in geometry would be much more 
realistic when also applied to criticism of a newspaper or magazine article. 
The general secondary school curriculum, however, is far from achieving 
integration, partly because as yet no basis has been found for integrating 
school subjects, and partly because of lack of recognition among teachers, 
headmasters and inspectors of the importance of unifying and integrating 
school subjects. And finally, for those who have recognised the bad effects 
of fragmentation and compartmentation of the curriculum and as a result, of 
the minds of young people, it still seems to them that too many obstacles 
are in the way for achieving this purpose: new teacher training, new curri- 
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culum planning and organisation, and new administrative procedures are 
needed. 
Integration as a relationship between different areas of knowledge 
has no existence in the general secondary school curriculum. Instead of 
replacing grammar, composition and literature with language arts, or 
combining geography, history, and national education into social studies, 
on the reverse, each of these has been taught as a separate subject, in a 
separate lesson, and separate textbook, and of course, by separate 
specialised teachers. Each of these subjects is evaluated as a separate 
course in a separate examination paper. 
Even within one subject matter, isolation and separation have taken 
place. For example, mathematics has been taught as three separate branches: 
algebra, geometry and pure mathematics, with three textbooks and three 
separate lessons. Arabic language has been taught as four branches: 
composition, literature, grammar and rhetoric. Each of these branches has 
been taught in a separate lesson and with separate textbook, and each has 
its own details and exercises. 
The chronological sequence is followed in most subjects, such as 
history, geography and literature. This has been carried out without con-
sideration to the mental development of students, since the ancient eras 
have been the subject of the first form, the middle eras the subject of the 
second form, and the modern eras are placed as subjects of the third form. 
This has resulted in many difficulties especially when the language used 
is drawn from the content of history in each era. In literature, for example, 
the student has to study the era Pre-Islamic state of Paganism in the first 
form, where many events, skills, and a difficult vocabulary exist, whether 
in poetry or in prose; while in the second and third forms, when he is 
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more able, he is given the easy eras. 
There is a tremendous variety of institutions engaged in preparing 
teachers for secondary education. Some of these institutions follow the 
successive method, and others follow the integrated method, such as 
faculties of education which have been annexed to the universities since 
1968.84 University degrees (not certificates) are obtained by graduates 
of both methods. However, reports made by the International Bureau (UNESCO) 
in 1971-1973, the National Council for Education, Scientific Research and 
Technology in 1974; and the National Centre for Educational Research in 
1973-1975, all expressed the lack of sufficient and suitable buildings, 
equipment, textbooks, audio-visual aids, and the insufficiency of highly 
qualified teachers. Table 12 shows the shortage of teachers in different 
subjects in preparatory and secondary schools and the supply and demand 
(average) of teachers within 1976/77 - 1980/81. 
TABLE 12: THE SHORTAGE OF PREPARATORY AND SECONDARY SCHOOL TEACHERS IN 
1975-76, AND SUPPLY AND DEMAND WITHIN 1976/77 - 1980/81 
Subjects 	 Shortage Average of Graduates Average required 
in 	 annually in 	 annually in 
1975/76 	 1976/77 - 1980/81 	 1976/77 - 1980/81 
Arabic language 7,000 	 2,000 	 5,000 
English 	 II 	 4,000 	 1,700 	 2,700 
French 	 600 	 450 	 900 
Science 	 300 	 1,600 	 2,600 
Mathematics 
	
600 	 1,900 	 2,500 
Social Science 
	 300 	 1,020 	 1,200 
Philosophy 
	 50 	 460 	 500 
Art Education 	 2,200 	 600 	 1,200 
Domestic Science 1,400 
	
220 	 850 
Music Education 	 1,800 	 70 	 700 
Total 	 18,250 
	 10,020 	 18,150 
Source: A.R.E. Ministry of Education, Minister.Office 30/3/1976. 
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The shortage of teachers increased from 830 in 1960 in the general 
secondary school alone to 18,250 in preparatory and secondary schools in 
1975-76. This could be attributable in part to the enormous increase of 
enrolments and the increase of borrowed teachers for other Arab States. 
Moreover, only two-thirds of the teachers in preparatory education and 
74% of the teachers in general secondary education are qualified, see 
Table 13. 
Teachers especially in secondary education, are expected to keep pace 
with educational developments and current world events through books, 
periodicals, lectures, conferences, refresher courses and the like. In 
Egypt, however, with the exception of occasional refresher courses of a 
more routine nature, there is little being done to enrich the teachers 
academically in general and professionally in particular.85 Books of real 
value are too expensive for teachers to buy, school libraries are very poorly 
equipped and even almost non-existent. Even those schools who have libraries 
with new books and periodicals do not offer any facilities to enable either 
teachers or students to benefit from them. In many cases, these books and 
periodicals are locked up most of the time and are beyond the reach of 
those who desire to read them. 
As a result teachers, on the whole, do not grow. They teach the same 
thing in the same way and entertain the same ideas and methods to such an 
extent "that they become stagnant, plodding along in the same groove from 
the time they start teaching until the time they retire."86 
Judging from interviews of school principals, teachers, curricula 
experts, educators and students in faculties of education, there is a lack 
of interest among many of those who join teachers' education faculties, since 
most of them are forced to join these institutions, because of their failure 
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to get higher marks in the general secondary certificate examination. 
Otherwise, many of them would prefer to join other colleges such as 
medicine, engineering, science, and the like. Therefore, many of the 
teachers seem to look upon their work as a routine job to be carried out 
mechanically and thus exhibit no zeal or interest in the pupil or the 
task. 
An old problem that bothered school authorities in the past and is 
still bothering them now is the fact that in secondary school more emphasis 
is laid on memorisation and rote learning than on thinking. This is ap-
parently the residue of the old 'Kuttab' and Al-Azhar methods of learning 
and teaching. It has, however, been accentuated by the nature of the 
examination system. Efforts are being made at present to mitigate the 
tendency to memorise, but it is still the rule rather than the exception 
to depend upon memorisation and systematisation. Boctor pointed out: 
"Students still absent themselves from school one 
month or six weeks before final examinations in 
order to cram and memorise. Examination questions 
often test facts and information rather than 
thinking." 
87 
Teachers concentrate their efforts on preparing their pupils for 
examinations. They teach precisely the subjects named in the curriculum, 
guiding themselves by prescribed detail, textbooks in use and they obey 
cheerfully the instructions issued by the national and local authorities, 
so far as they can understand them. A teacher of physics and chemistry, 
for example, applies himself to inducing children to learn facts, laws, and 
theories, prescribed in detail in the textbooks, and to perform experiments 
with chemicals and balance. The children at the cost of much effort learn 
to repeat verbally the things they hear or read, or the things which may 
assist them to pass examinations successfully. Most of them perhaps are 
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unable to apply this new knowledge in new fields, they have little under-
standing of scientific method, their attitude seems unchanged, their 
thinking still uncritical. The science teacher does not pay attention to 
industrial applications or social consequences, and never talks about the 
relation of science and democracy. This may answer the question why in 
Egypt democratic participation is lacking even among educated people. 
Teachers influenced by tradition tend to solve problems for their 
students through dictated notes instead of training students to ask questions 
and find answers for themselves. The following poem by an unknown teacher 
explains this idea most eloquently: 
"I am my student's Bible. 
He reads me most of all. 
Today he reads me in the class; 
Tomorrow in the hall. 
He may be prodigy or slow 
Or only average be. 
He may not read the Book of Books; 
But he is reading me." 
88 
Nowhere in this analysis of the curriculum has there been reference to 
the important subject of counselling and guidance, whether educational, 
occupational, social or personal, for the simple reason that it does not 
exist. Boctor pointed out: 
"Any consideration of the behaviour of children and 
adolescents in relation to their background and 
early treatment is rarely tackled in the schools." 
89 
Therefore, delinquency and truancy are in reality symptoms of malad-
justment of a student with subjects, teachers, method of teaching, repeated 
failures in examinations, and the whole school atmosphere. To ignore these 
problems or to leave them to chance is in contradiction of the educational 
goals. 
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One scarcely needs to emphasise the importance of critical thinking 
as a desirable ingredient in human beings in a democratic society. In the 
era of explosion of knowledge, the appearance of new ideologies, theories, 
and laws, and in a society in which changes come fast, individuals cannot 
depend on routinised behaviour or tradition in making decisions, whether 
on everyday problems or professional matters, moral values, or practical 
issues.90 
In Egyptian society now, there is great concern that individuals 
should be capable of critical thinking and independent thought. It is no 
surprise then, to find that the development of critical thinking is a goal 
to which we only pay lip service but which we do not practise in our schools. 
Applying facts and principles to the solution of new problems and to 
the prediction and explanation of new phenomena is another aspect of 
thinking. Taba pointed out: 
"The fact that the effectiveness of school learning 
depends on the extent to which students can apply 
to new situations what they have learned makes the 
transfer of learning an extremely important 
objective. And the greater the leap of transfer, 
the more profitable the learning." 
91 
Yet as has been pointed out before, this ability is by and large not provided 
for in the general secondary curriculum. Students in this school are not 
adept either at analysing and attacking problems or in using what they know 
to solve them. 
It is evident that not all students learn most effectively by the same 
method, the same type of activity, or by using the same materials. While 
some students are stimulated to thought by books, others need group dis-
cussion or teacher explanation to obtain the same purpose. However, the 
teachers and headmasters scarcely discussed the individual differences and 
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the need for corresponding variations approaches to achieve tasks. The 
use of identical methods of teaching for all students, no matter what their 
abilities and attitudes, is a highly questionable procedure from the 
viewpoint of efficiency in stimulating and using intelligence. 
Too often there is an implicit tendency to depend more or less on one 
method of teaching and thus to limit the scope of learning. Often this 
method is the traditional one, such as reading textbooks or, rarely, dis-
cussion. The teacher may be forced to restrict himself in one method or 
two, either because of his poor professional training or because his old-
fashioned inspector advised him to teach in this way, or because of the 
overcrowded classroom (from 35-40), or because of his own heavy load of 
lessons (about 24-30 lessons a week). A teacher working under such 
pressures obviously cannot look after his students; their individual 
differences, interests, and abilities. Such a dependence on one way of 
learning deprives many students of an adequate access to learning. 
4. Evaluation  
Written, oral and practical examinations are used to judge the student's 
achievements and the efficiency of the curriculum process as a whole. Ac-
cording to the 1953 Education Act No.211, the promotion examinations for 
the first and second forms were held at the end of the year. A student 
could not move from one form to another unless he obtained at least 50% of 
the maximum marks of all subjects involved in the examination. Where a 
student obtained 50% of the aggregate maximum marks but failed in one subject, 
he could move to the next form but could not move again to another new form 
unless he succeeded in that subject.92 75% of the aggregate maximum marks 
were devoted to the examination, and 25% were devoted to the year's work.93 
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TABLE 14: 
No. Subjects Max.marks Min.marks 
1 Religion 20 10 
2 Arabic language 40 20 
3 First foreign language 40 16 
4 Second foreign language 30 12 
5 Mathematics 40 16 
6 Egyptian society 40 16 
7 Geography 30 12 
8 History 30 12 
9 Physics 30 12 
10 Chemistry 30 12 
11 Drawing 20 4 
TABLE 
Source: 	 Husri, S., Arab Cultural Annual '4' issued under 
the Cultural Department of the 
1954, p.228 (in Arabic). 
1953/54 - 1955/56 
the auspices of 
Arab League, Cairo, 
15: 	 1. 	 LITERARY SECTION 
No. Subjects Promotion Examination General Secondary 
from 2nd to 3rd form Certificate Exam. 
max.marks 	 min.marks max.marks min.marks 
1 Religion 20 	 10 
2 Arabic language 40 	 20 50:40+10 25 
3 1st foreign language 40 	 16 50:40+10 20 
4 2nd foreign language 30 	 12 40 16 
5 History 30 	 12 30 12 
6 Geography 30 	 12 30 12 
7 Philosophy 20 	 8 20 8 
8 Sociology 20 	 8 20 8 
9 (Special level) 
Subject 40 	 16 40 16 
Source: Husri, '4', op.cit., p.228 
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At the end of the third year, the General Secondary Certificate 
Examination was held in two turns: the first in June and the second in 
September. Successful candidates were awarded the General Secondary 
Certificate. The second turn examination was held for those who got at 
least 50% of the aggregate maximum marks, but failed in one or two subjects 
only, those who failed to get at least 50% of the aggregate maximum marks 
because of their failure in one or two subjects, and those who could not 
enter the first turn examination with accepted excuse.94 
The General Secondary Certificate Examination was a written examination 
in all subjects, and an oral examination was held in the Arabic language 
and the first foreign language for the literary section only. Concerning 
students in private schools which were not under the supervision of the 
State, they had to examine the whole three year subjects at the end of the 
third year, before they could get the General Secondary Certificate.95 A 
student was not considered successful in the General Secondary Certificate 
Examination unless he obtained the minimum marks of each subject and at 
least 50% of the aggregate maximum marks for all subjects involved in this 
examination.96 A student passed this examination with at least 60% of the 
maximum marks of a subject was considered surpassing in that subject, and 
this was mentioned in his Certificate. 
Table 14 shows the subjects and the maximum and minimum marks of 
each subject in the promotion examination from the first year to the 
second year (1953/54 - 1955/56). 
Tables 15 and 16 show the subjects and the maximum and minimum marks 
of each subject involved in the promotion examination from the second form 
to the third form, and in the General Secondary Certificate Examination. 
TABLE 16: 	 2. 	 SCIENTIFIC SECTION 
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1953/54 - 1955/56 
No. Subjects Promotion Examination General Secondary 
from 2nd to 3rd form Certificate Exam. 
max.marks 	 min.marks max.marks min.marks 
1 Religion 20 	 10 
2 Arabic language 40 	 20 40 20 
3 1st foreign language 30 	 12 30 12 
4 2nd foreign language 20 	 8 20 8 
5 Mathematics 60 	 24 60 24 
6 Physics 30 	 12 30 12 
7 Chemistry 30 	 12 30 12 
8 Biology 30 	 12 30 12 
9 (Special level) 
Subject 40 	 16 40 16 
Source: Husri, op.cit., p.229 
As far as examinations were concerned, the 1953 Education Act was 
criticised for disregarding the students' interests and abilities, when it 
insisted on his success in a subject in which he may lack interest and it 
required him to exert equal effort in all subjects, thus ignoring his 
aptitudes and depriving him of the opportunity of choice which is given 
full regard in all progressive educational systems. 
Education Act No.319 of 195697 was, therefore, passed to remedy these 
defects. However, this Act did not give students the opportunity to choose 
the subjects they wished to study, but instead the Act laid down the 
following bases: 
"Article one, requires a minimum mark of 40% for each 
subject (with the exception of 50% assigned for 
Arabic language to keep up its standard), whether in 
promotion or final examinations. Article two, allows 
the student to pass the examination in case he fails 
in one or two subjects, on one condition that he must 
obtain at least 25% of the examination mark for either." 
98 
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In reality this Act caused some damage and prejudice not only in secondary 
education, but also in higher education. On the one hand, this Act 
weakened the general standard of secondary education, since it allowed 
students to pass the examination by obtaining only 40% of the maximum marks 
for each subject. On the other hand, many students, according to the Act, 
abandoned two subjects from the beginning of the school year as they called 
them 'failure subjects'. And many students, for example, because of their 
high marks in the final secondary school examination, could join faculties 
of engineering despite their failure in mathematics, and others could join 
faculties of medicine despite their failure in biology or chemistry. Thus, 
according to this Act, secondary education missed, partly, one of its major 
targets as to preparation of students for universities and higher institutes. 
The examinations were carried out in three sessions a year. In the 
late 1950s, the Ministry of Education observed that the second session 
examination was a strain on the student, teacher, and parent, besides the 
effort and expenditure sustained by the State. Accordingly it was decided 
to cancel this examination.99 This measure was coupled with the adoption 
of the student's card system. The card is a continuous up-to-date register 
which follows up a student's growth in character, social and academic 
behaviour, and spots his weaknesses in time to allow for their treatment 
before they take root. In reality, the card system was abandoned after a 
short time. This could be attributed in part to the whole schooling system 
in general, and to the teachers in particular, since the card system did 
not carry much conviction for most of them, and they were and still are 
overloaded with work, both inside and outside the classroom, which is beyond 
their capacity. 
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It was noticed by the Ministry's Planning Body in 1961 that the 
above mentioned examination Act led to lower foreign language standards 
among students, in the Planning Body terms: 
"This is because relaxed promotion rules would 
permit the promotion of a student to a higher 
class who had failed to pass the foreign language 
test. The result was the neglect of that subject 
by most of the students who made it a 'failure 
subject' and the presence of various levels at 
the same time." 
100 
To cope with this problem, the Ministry of Education in 1961 deemed 
it advisable to make some amendments to the examination system and approved 
the non-admission to secondary schools of students who had failed to pass 
in a foreign language.101 However, in the matriculation examinations of 
July 1966, for example, more than 60 per cent failed in English, 54 per 
cent failed in mathematics and 45 per cent in chemistry.102 
Examinations which are all important in the Egyptian system, are rigid 
and unimaginative. Cramming facts and information is first in importance; 
in 1964,103 
 for example, every student was certain that there would be a 
question on the High Dam and memorised all the facts accordingly. The 
whole attention, therefore, is focused upon examinations. From the beginning 
of the school year to the end, the teacher drills his students in the facts, 
especially those that the examiners are liable to stress. At the end of 
the year the teacher who does not pass a large percentage of his students 
is considered a failure. With such an attitude, from the first hour he 
teaches all his efforts are directed to this one end, namely, passing a 
comparatively large percentage of his students. Table 17 shows the flow 
of enrolments and graduates of general secondary education between 1963/64 
and 1974/75. It also shows the higher percentage of success in the promotion 
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examinations as well as in the final examinations, especially in recent 
years. 
It often happens that the teachers who have the broadest professional 
training and a modern progressive point of view in education secure poorer 
results in passing their students through public examinations than others 
who are considered only fair. The explanation is easy. These progressive 
teachers try to apply modern methods to teaching and attempt to attack 
their teaching problems from a modern angle. The result is that more 
thinking is done in the classroom than abridging of information and 
cramming facts, hence the students fail or barely pass. 
In 1972/73, the Ministry of Education reviewed the system in use with 
the aim of developing it and promoting educational progress by lessening 
the emphasis on end of year examinations. Certain resolutions were passed 
for remedial work to take place in small groups and to give extra lessons 
at the end of the school day to those who need them, for nominal fees to 
raise the standard of the students. But such resolutions encouraged some 
teachers not to exert special effort for the less able students, and added 
a new burden on the parents, and finally they encourage private lessons 
which have become harmful. 
However, a new system of evaluation was established. A studnt's par-
ticipation in everyday school activities plus his day to day progress all 
through the school year gained in importance as the percentage of marks 
allotted to this was raised to 30% of the maximum marks of each subject.104 
Instead of one written examination (in the promotion examinations) at the 
end of the year, another mid-year examination was established. And 35%105 
of the total marks were allocated to each of them. Each examination is 
restricted to those parts of the syllabus pursued during that term only. 
As for the General Secondary Certificate Examination, it is still one 
written examination at the end of the academic year. 
The present picture of the examination system in the general secondary 
school is as follows: the promotion examination in the first and second 
forms are carried out in three steps: 
a) The year's work (oral, written and practical activities, has 30% of 
the maximum marks of each subject allocated to this year's work. 
b) The mid-year written examination gains only 20% of the maximum marks 
of each subject. 
c) The end of year written examination gains 50% of the maximum marks of 
each subject. 
As for the General Secondary Certificate Examination, it is held once at 
the end of the academic year at a republican level.106 
In the light of the recognised importance of the evaluation role, it 
is surprising to note many deficiencies in the evaluation system in the 
general secondary school. There is a great discrepancy between the scope 
of the goals and objectives of curriculum and the scope of the evaluation; 
while the goals asserted the importance of developing the whole personality 
of the student, the teaching and learning process has concentrated on the 
intellectual side by cramming facts and information, and in turn, the 
examination has been concentrated on how much knowledge and facts the 
student got. And the questions are often concentrated on 'what' rather 
than 'how' or 'why'. 
The essay tests are the dominant instrument, used by all teachers in 
Egypt in assessing a student's achievements. The validity of essay tests 
is relatively low; since they do not measure the thing which they intended 
to measure. This kind of test is unlikely to give correct evidence about a 
student's achievement in the different areas of knowledge. The number of 
questions is often one question or two to be answered in two hours, or 
three questions to be answered in three hours.107 This number of questions 
does not cover a subject matter, and is unlikely to give correct evidence 
about the extent of the student's mastering different skills required in 
the curriculum goals. 
Examinations, therefore, like other components of the curriculum, 
are symptoms of one 'disease', namely blind faith in knowledge and undue 
emphasis on facts. The General Secondary Certificate Examinations are held 
annually, usually in the first week of June. The tents are pitched in the 
principal examination centres to accommodate the candidates. The army of 
teachers (abour 200,000) from all over the country assemble in Cairo,108 
later to mark about two million papers.109 Each paper is marked by two 
or more teachers, checked by a supervisor, reviewed by a Committee, signed 
by a president, and finally the general result presented to the Minister. 
The results are tabulated, those who pass are rearranged according to their 
total marks, their rank and schools are mentioned. 
This does not mean that any fair marking system has been achieved yet. 
Quite the contrary is true. A group of examiners are assigned for one 
question, from 8 a.m. to 2 p.m. for two or three weeks, they correct only 
that question. The answer is already agreed upon and handed to them by the 
supervisor. So they read the answer, drink coffee, smoke, and give 
subjective marks. When all of the papers are finished, the total marks for 
all questions are added for each paper. Every answer is thus judged inde-
pendently from the others. It is certain that the assessment is rather 
different from one teacher to another for the same question, and thus the 
examination has lost its reliability as well as its validity. 
El Ghareeb, in her studies on the examinations system in Egypt, found 
that different marks had been given by a group of teachers who had the same 
opportunity to mark the same answer separately.110 Thus, unreliability 
has a big statistical indication, especially in the literary and phi-
losophical subjects. She carried out a questionnaire on a group of 
teachers. 70% of the teachers who were involved in this questionnaire 
pointed out that the proportion of marks allocated to the oral examinations 
and year's work is not used in an accurate manner, since it is subjected to 
the teacher's mood and his subjective assessment.111 
It is not surprising to find that even in pure mathematics, when a 
research was carried out on the mental abilities which are required for 
the achievement in pure mathematics, it was found that the only ability 
recalled was memory rather than comprehension, application, analysis, 
analogy and/or decision making.112 
It is not exaggerating to say the examinations are the greatest event 
of the year. The whole society is concentrated on the examinations and 
their results. To say nothing of the sensational news about the failures 
who commit suicide, or those accepted to repeat the same year as a lesser 
of two evils. 
Each student exerts his efforts to get higher marks in the General 
Secondary Certificate Examination to be able to join a university, otherwise 
he might be forced to repeat the same year for getting more marks. More 
and more people have tried to overcome this problem by providing their 
children with private lessons. Private lessons, therefore, have become a 
serious disease especially for the equality of educational opportunity; 
since most people are not capable of providing their children with private 
lessons, these have become very expensive as a consequence. All of 
these problems are, partly, due to the misunderstanding of the function 
of examination, and the concentration on memorisation and systematisation 
in teaching and learning. 
Now what is most needed in Egypt is partly a change of its curricula 
to meet individual, social and cultural demands which have taken place 
since the Revolution of 1952. To change a curriculum means, in a way, to 
change an institution. Changing institutions involves changing both goals 
and means, and this is the subject of the final chapter. 
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PART FIVE 
CHAPTER 8 
BASES FOR A 
CURRICULUM MODEL 
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This part of the thesis consists of one final chapter, that is 
Chapter 8. The intention of this chapter is, first to sum up the contextual 
variables in the USA, England, and Egypt which have been specified in 
Chapters 2, 4 and 6, and the extent to which curricula in the three countries 
have or have not responded to such variables. Second, to establish new 
bases for curriculum development in Egypt. The nature of man, the nature 
of society, and the nature of knowledge that Egypt is seeking to develop 
are suggested as the new bases for curriculum development. Having done 
that, general principles on which the secondary school curriculum ought 
to be based will be extracted from the normative analysis of man, society 
and culture. For realising these general principles, suggestions will be 
put forward concerning both the reorganisation of secondary education and 
the development of general secondary school curriculum. This will be done 
keeping in mind all the time the Egyptian conditions and the curriculum 
theories identified earlier. 
I. GENERAL REVIEW  
This thesis has been concerned to explore changes in contextual social 
variables in three countries, as these variables have implications for 
curriculum theory and practice. The curriculum theories identified - 
following Holmes' classification - are: essentialism, encyclopaedism, 
pragmatism and polytechnicalisation. They both constrain and assist 
educationists faced with the problems of adjusting school curricula to 
changes in contextual variables in society and in school systems. 
However, it has not always been the case that curriculum theory has been 
weighed in terms of its implications for change. This thesis, therefore, has 
been concerned with the implications of some of these curriculum theories. 
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The major question was to what extent are these theories implemented in 
practice in the countries concerned, and to what extent have curricula been 
adjusted to meet the socio-economic, political and educational changes in 
these countries. 
Accordingly, an analysis of socio-economic, political and educational 
conditions and changes in the USA, England, and Egypt has been carried out 
in Chapters 2,4 and 6. An analysis of the pragmatic curriculum in American 
secondary schools, the essentialist curriculum in English secondary schools 
and the encyclopaedic curriculum in the Egyptian secondary school has been 
carried out in Chapters 3,5 and 7. 
In the USA, at the turn of this century a high-school education was 
the criterion that separated the lower-middle class from the working class. 
It was scarce, it brought prestige, it brought a white-collar job and a 
higher income. Now some of these distinctions persist but, under the 
impetus of technological change and the increase of graduates from high 
school, all these distinctions are weakened. Much office work has been 
mechanised, and much factory work has been made easier. 
Technological change, population increase, immigration, democracy, and 
educational change have created social mobility and movement from one class 
level to another. More technological progress has been made in the twentieth 
century than in all of the previous history in the world. Moreover, the pace 
of technological change has increased sharply since the Second World War. 
Automation, in particular, has had a dramatic impact on many American 
industries. While the older industries used large numbers of production 
workers, the newer ones show roughly a one-to-one ratio between production 
workers and scientist-engineers. Agriculture has been dramatically affected 
by technological change in the broadest sense, with the result that the 
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United States is producing much more food with less than half the manpower 
of two generations ago. Behind the agricultural revolution has been a 
tremendous network of systems research, primary government research in agri-
culture, and the unique role of the American university. 
The pace of technological change and the emphasis placed upon the 
importance of scientists and engineers has created a shortage of scientists, 
technologists and technicians. The fast technological change and the greater 
emphasis placed on educational competence have meant that groups which lose 
out early in the educational race will be quickly excluded from the pro-
ductive life. The complexity of modern technological society makes it 
necessary for the curriculum to help provide two things: a) a scientifically 
literate population, and b) a scientific and technological training. 
In such a rapidly changing society, educating for adaptability to 
change in skill requirements is thought to be vital. This means not only 
skill training which is broad enough to enable the individual to pick up new 
techniques with comparative ease as his changing jobs demand them, but the 
emotional adaptability to accommodate himself to the changes created by 
technological innovations. 
Changes in the size and composition of the population have important 
socio-economic and educational effects. Population in the US increased from 
about 80 million at the turn of the century to more than 200 million in 1970. 
The demographic change, combined with some other variables have been 
affecting the enrolment in the public high-school. The growth pattern of 
this school is spectacular. By the turn of the century only about 10 per 
cent of children aged fourteen to seventeen were actually in schools. In 
the 1970s the proportion comes close to universal secondary education. 
Thus, a diversity of curriculum offerings and extra-curricular activities 
seemed necessary. 
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Democratic ideas and democratic institutions have been growing up 
throughout the years in the united States. However, in the post-war era, 
the USA has been called upon to play the role of leadership in inter-
national affairs which Britain and France previously undertook. Although 
curriculum aims have been changed, the institutionalised means have not 
yet been adequately geared to this task. 
One of the democratic institutions in the United States is education 
itself. In many different ways the American leaders said that if society 
were to prosper and endure, then the people who elected the government, 
held office, made laws, enforced laws, and consented to be ruled, must be 
educated as responsible citizens. Democracy was never for illiterates. 
The educational solution to this problem, devised by the Americans, was a 
common school, with teaching in English, to which all children of all social 
backgrounds could go together and learn how to live together and govern 
themselves. The curriculum should provide opportunities for children to 
learn the skills needed in the making of democratic decisions. It should 
enable them also to work out the possible consequences of any policy and 
judge policies in the light of these consequences. 
Secondary schools changed under the impact of these demands. Secondary 
schools until about the end of the nineteenth century were characterised by 
a single aim - that of college preparation. With the increased influence of 
progressive education and the advent of the 1930s' depression and the intro-
duction of compulsory attendance laws, there was some change in the general 
rationale of the high-school curriculum. 'Meeting the needs' of youth as 
well as serving the community evolved as the general aims of secondary 
school curriculum. In addition to that much attention is now given to the 
phrase 'equal opportunity for all regardless of social background.' The 
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comprehensive secondary school is intended to meet the needs of a variety 
of social groups. 
Curriculum aims and objectives have included both academic achievement 
and vocational skills. Curriculum programmes of instruction have been adapted 
to serve a variety of needs on the part of those students who will enter the 
labour market at various stages as well as those who must also be prepared for 
a variety of higher institutions of learning. Foreign languages have been 
influenced by the political climate at a given time. Solid projects in 
natural science and mathematics have been introduced shortly after the Russian 
success in space in 1957. In short, a common core curriculum, which includes 
the basic knowledge of science and technology as well as some grounding in 
the humanities and social studies has been studied as a basic level of edu-
cation by all students. 
Since the pragmatic approach to aims emphasised the preparation of the 
student for productive life, attention has been given to curriculum develop-
ments in industrial arts, agriculture, business education, distributive edu-
cation, home economics and practical studies in general. Attention has also 
been given to student activities such as music, art, speech, drama and 
physical education. 
It could be concluded that the socio-economic and technological changes 
in the USA in the twentieth century have been matched, to a great extent, by 
curriculum changes at the secondary level. In an increasingly technological 
society the focus of the secondary curriculum has been upon a broad general 
education with an understanding of occupational requirements, rather than 
upon an attempt to prepare the students for a specific job. The sophistication 
of technology and the college entrance requirements have stressed academic 
achievements. In addition, greater emphasis has been placed on vocational 
offerings in secondary school. The increasing leisure-time and the prospect 
of earlier retirement and longer life spans have resulted in much attention 
being paid to the cultural area and students' activities. However, the 
curriculum at secondary level has not yet been geared adequately to the 
political changes. 
The socio-economic, political and educational changes combined with the 
changing pattern of occupational distribution after the Second World War 
have created movement up and down the social scale. Whereas the United States 
is characterised by high upward but low downward mobility, the main positive 
trend in England is towards a reduction in upper-lower and lower classes and 
an increase in the lower-middle class. 
Many of the basic issues in economic, technological and political 
changes have been complicated by an educational system which tended to 
maintain traditional social class values. Since the abolition of fees in 
1945, the number of working-class boys entering the grammar schools each year 
has increased. However, there were still marked differences in the chances 
which boys of different social origins had of obtaining a place when the 
system was widespread. Home background handicap is partly responsible for 
the lower general rate of success on the part of children from working-class 
families. 
On the basis of social justice and equality of educational opportunity, 
the reorganisation of secondary education on comprehensive lines has been 
gaining ground since the 1960s. However, this change at organisational level 
has not been matched by adequate changes in the curriculum. Some curriculum 
changes of recent years have been prompted by a concern over problems of 
social class differences, the social mobility function of education, and this 
continues to be a major source of pressure on curriculum planners not least 
through the work of those sociologists who have recognised that one major 
source of social inequality is the curriculum itself. 
Technological changes in England after the Second World War constitute 
another source of pressure on the secondary school curriculum. After the 
war a number of Britain's industrial competitors concentrated on building 
up new capital equipment making use of the latest research and inventions. 
Nearly a quarter of manufacturing workers are now employed in engineering, 
electrical goods, and shipbuilding industries, with their highly variegated 
output of products which fifty years ago were largely unheard of. The post-
war period witnessed the mechanisation of agriculture, the increased use of 
man-manufactured 'raw materials', and the development of nuclear energy. 
However, Britain's slow growth compared with that of other advanced 
industrial countries has been affected by low capital investment. Many of 
the weaknesses of British industries and their failure to meet foreign 
competition can be attributed to shortage of scientists, engineers and 
skilled workers. 
The inefficiency and lack of initiative on the part of managements has 
also been blamed. It is possible, at least, that the rate of technological 
change has been delayed to some extent by the slow rate of adjustment of the 
secondary school curriculum. 
Since the war Britain has changed demographically as well; because of 
the large-scale movement of people within the country, the establishment of 
new towns and expanded towns. The movement also includes new immigrants 
from the Commonwealth, making the country a multiracial and multicultural one 
in which traditional social patterns are breaking down. 
Politically, Britain has ceased to be the centre of an empire. Much 
foreign investment has moved from Britain to other industrial nations. So 
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the country's economic wellbeing depends on its own efforts, and its 
standard of living is directly related to its ability to sell goods and 
services abroad. Under all these pressures Britain had to communicate and 
co-operate with her European neighbours. It has become a medium-sized 
European power, albeit one with wide international connections and responsi-
bilities. For all these, the education appropriate to its imperial past 
cannot meet the requirements of modern Britain. 
It is the case that the socio-economic, technological and political 
changes in England have been accompanied by relative non-change in the 
secondary school curriculum. Moreover, there is a wide gap between the 
world of education and the world of work. Young people are not sufficiently 
aware of the importance of industries in their society and they are not taught 
much about it in a more direct fashion. 
The attack of the socio-economic and political reformers has been 
directed to the public school and grammar schools and attitudes and values 
which are attached to them. The grammar school is still largely planned in 
the interests of pupils who intend to proceed to a university. However, in 
secondary schools, in general, after the war an awareness of the social needs 
as well as individual needs has been strongly expressed in the curriculum 
aims and goals. Curriculum aims also emphasised that students should be 
encouraged and trained to understand the wider implications of science and 
technology, and to understand the basic principles of the nation's economy 
and the dependence upon it of the nation's political position in the world. 
Teachers generally, however, rejected the achievement of vocational success 
as a major objective of the secondary school curriculum. Thus, the teaching 
of technological subjects has been relegated to the fringes of the curriculum 
content. 
As society moves from the more closed to the more open position there 
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will be modifications in what society accepts as proper knowledge, and 
how it should be taught, and to whom. Any changes in these areas are bound 
to have an effect on the curriculum and the organisation and method of 
teaching. Early specialisation led in grammar school and then in the teacher 
training colleges to a narrow specialist teaching, and to the narrow special-
isation in the fourth and fifth forms. In recent years, however, there is 
some expansion in the range of curriculum subjects, and some schools intro-
duced mixed ability forms of grouping. This kind of innovation involves 
considerable changes of methods and approaches so that its success depends 
on the willingness of teachers to adapt their methods and approaches to the 
requirements of the changing needs. 
In conclusion, although the socio-economic, technological, political and 
educational changes in England have not yet been matched by adequate changes 
in the secondary school curriculum, from the recent developments one can 
detect the beginnings of a shift from the pure to the impure universes of 
knowledge; from separate subject-matters to some degree of integration of 
subjects; and from a specialised to a less specialised type of curriculum 
and to a greater concern for the world of work. There is also a move towards 
recognising the nature of knowledge as a man made, towards diversity rather 
than purity. The move towards the integrated curriculum will represent a 
move towards recognising the changing needs of the economy and the needs of 
individual pupils. 
Egyptian society pre-1952 Revolution was characterised by an unusual 
combination of very marked inequality with distinctive social classes. The 
higher class consisted mainly of landlords. A small group of people who did 
not exceed half a per cent of Egyptian population owned about 34 per cent of 
Egyptian land. Politically, the landlord class was all-powerful. The upper- 
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middle class was small in number and had little political influence. It 
consisted mainly of professionals, lawyers, doctors, directors of companies, 
etc. Although their intellectual dispositions and influence were distinct 
from those of the higher professional class, especially the lawyers used to 
merge socially and politically with the landlord class. However, most of 
the members of this class due to their higher degree of culture and social 
consciousness had a much keener awareness of Egypt's problems than the 
landlords. 
The lower-middle class consisted of government officials, tradesmen, 
the less successful members of the professions, etc. Members of this class 
were passing through a severe crisis. They had to face the rivalry of 
foreigners. They were blocked by the foreign hands and foreign business. 
The lower class consisted of two groups - town workers and the majority 
of Egyptian population - peasants, or 'fellaheen'. The life of members of 
this class was characterised by the poverty and the terrible overcrowding in 
which they lived, and malnutrition and ill-health. The result was the 
prevalence of pellagra, lung diseases, rickets, and dental caries, etc. 
The dual system of education, with elementary school for the masses, and 
primary, secondary and higher education - with fees - for the well-to-do 
people, prevented this class from improving its condition. With inadequate 
educational facilities, poor health and poor conditions, productivity of 
workers was very low. The poverty of the trade unions had also prevented them 
from meeting that deficiency. 
Foreign communities consisted of Jews, Americans, Greeks, Italians, the 
French and the British. In Egypt, as elsewhere, the Jews tended to concentrate 
on and exert a large control over finance. Americans played a humble but 
useful part in industry and petty trade. The commercial character of Greeks 
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was especially marked. Although the French community was small in number, 
its cultural influence was the greatest. The cultural influence of the 
British, though growing, was inferior to that of the French. However, their 
influence on the political life was superior to all others. 
The leaders of the 1952 Revolution believed that they could not achieve 
their aims for the people unless the Revolution went beyond the mere political 
goal of independence and tackled the roots of social and economic problems. 
Thus the ending of the foreign influence was not the objective of the 
Revolution, but rather the building up of a new social order characterised by 
sufficiency and justice. The social and economic policies of the Revolution 
were often motivated by distributional objectives: a reduction in the degree 
of income inequality accompanied by an increase in the income of the less-
favoured groups, a better distribution of public goods and services such as 
education, health and social services. 
The land reform and land reclamation were the main factors of change. 
Land reforms in 1952,1962,1964 and 1968 involved simple transfer of income 
from landlords to the smallholdings and landless people. The interesting 
feature of this change is, on the one hand, the fall in the number of land-
less families as well as the rise in real incomes, and the disappearance of 
the more than 100 feddan landlords, on the other hand. 
Co-operative societies were established all over the countryside to 
offer various forms of aid to farmers. They encouraged mechanisation and 
scientific methods of cultivation, irrigation and harvesting. Nevertheless, 
the countryside is still lacking a sufficient number of educated people with 
knowledge and skills. Capital investment in the field of agriculture is not 
sufficient and the tools are still primitive. 
The expansion of education, health and social services has been great 
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since 1952. The increase of consumption was enormous - to the extent that 
many economic difficulties arose due to it. The idea that the masses 
deserve to be compensated for their past sufferings coloured all government 
thinking. However, a degree of disparity because of the unequal distribution 
of social services between rural and urban areas still exists. 
In removing Egypt's former cultural aristocracy from power, the govern-
ment was trying to push through a technical and economic revolution. Egypt's 
new higher class is composed of the remaining landlords, scientists, doctors, 
engineers, army officers, and factory managers. In the universities, the 
brightest students generally take medical or engineering degrees, while the 
less promising study the social sciences. The members of the middle-class 
have been increased. The values of the old society are challenged, while 
the new ones are said to be contained within a kind of Socialism which 
replaces the society of families with a society where the workers and 
fellaheen have taken their place. Women were given franchise rights since 
the 1956 Constitution as well as formal equality with men. 
The agricultural revolution was accompanied by industrial revolution 
and economic planning. About a thousand new factories and projects have been 
built since then. Outstanding among these projects are The Iron and Steel 
Factories and the High Dam. During the 1960s, population was shifting from 
rural to urban areas and the employment was shifting from agriculture to 
industry and services. Industrial projects before the Revolution were 
dominated by individuals, and aimed at realising quick profits without taking 
into consideration the national interests. The ownership of industries has 
been changed into two styles of ownership: private and public. The total 
value of industrial production rose by 285% from 1951 to 1968. While industry 
contributed in 1950 about 8.4% of the total national income this rose to about 
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22% in 1966. Despite obvious progress, however, industry suffers acutely 
from mismanagement, shortage of skilled and semi-skilled workers. And the 
countryside is still far from the required industrial level. The government 
benefited the industrial workers much more than the fellaheen and this has 
encouraged emigration from rural to urban areas. 
The lack of entrepreneurship and managerial skills is one of the biggest 
obstacles impeding industrial progress. All plants studied suffered from 
critical shortages of competent administrators, experienced professional 
staff, trained supervisors and skilled workers. The lack of experience and 
shortages have created demands on secondary schools and their curricula. It 
is certain that the efficiency of the Egyptian worker has improved consider-
ably during the last two decades, but there is equally no doubt that the 
productivity of Egyptian workers is still far below that to be found in the 
USA and Britain. Many variables account for the low productivity of the 
Egyptian worker. Among these are the drift of illiterate workers from rural 
to industrial areas and the lack of knowledge and skills needed on the part 
of secondary school curriculum. 
Egypt's rate of increase in population is one of the highest in the world. 
Population has doubled in 30 years between 1937 and 1966. This was due to the 
amelioration of health conditions and its effects on the reduction of the 
death rate, and the improvement of social services and fertility. The 
government has been trying by several measures to curb increases in the 
population. However, major results of such measures will take years to show 
up. The overpopulation problem in Egypt has imposed certain demands on the 
secondary school curriculum, but the curriculum has responded weakly to such 
demands. 
Considerable political changes have taken place since the Revolution of 
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1952. From monarchy, the Republican regime was established. Complete inde-
pendence was accomplished. The political party system which was dominated 
by the King, feudalists and capitalists, was replaced by one political 
organisation for the whole people. Then the political party system was 
established again in 1976. Mass representation has been attained since 1957. 
Peasants and labourers have been granted the right of 50 per cent repre-
sentation in parliament membership as well as in all legislative councils. 
However, democracy as it has been established in Western Europe has 
never been achieved in Egypt. This could be attributable to a combination of 
lack of experience, a high rate of illiteracy, lack of political as well as 
economic awareness even among educated people and, above all, the absence of 
political education and curriculum integration. 
The main aim of the encyclopaedic curriculum in the general secondary 
school in Egypt is to secure as a selection base for higher education. Little 
attention has been paid to the socio-economic and political needs of society. 
Little attention has been paid to practical studies, physical education, art, 
music, drama and students' interests. And this, in turn, led to the failure 
on the part of pupils to respect manual work. The curriculum is planned 
without an explicit set of clearly defined goals and specifications. Nor is 
it formulated in terms of the changes in students which the curriculum is 
intended to bring about. 
The general secondary school has followed the encyclopaedic school of 
thought that all knowledge of the real world is useful and should be included 
in the content of its curriculum. Thus the content consists of more than ten 
subjects and produces debates and contradictions about the depth and breadth 
of the content of curriculum. The Ministry of Education, therefore, is 
struggling to retain a broadly based curriculum while reducing the number 
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of subjects. In the content of the curriculum, as was indicated above, 
little attention has been paid to the practical subjects, the art and music 
subjects, and little time allocated to physical education and students' 
interests. Despite the wide range of facts and information in the curriculum 
content, no emphasis is being put on political education, the principles of 
democracy and family planning. 
Encyclopaedic in its assumptions, the curriculum in the general 
secondary school is organised along the subject-centred approach. A high 
value is placed on reason and logical organisation of the content. Since 
logical organisation of the curriculum content is first in importance, the 
problems and interests of pupils as well as the socio-economic and political 
demands are ignored or treated as of secondary importance. Integration as a 
relationship between different areas of knowledge and co-operation between 
teachers of different subjects has no existence. An old problem that 
bothered school authorities in the past and is still bothering them now is 
the fact that more emphasis is laid on memorisation and rote learning than on 
thinking and solving problems. It has, however, been accentuated by the nature 
of the examination system. 
Examinations which are all important in the educational system are rigid 
and unimaginative. Only the traditional forms of examinations are used to 
judge students' achievements and the efficiency of the curriculum process as 
a whole. There is a great discrepancy between the scope of aims and objectives 
and the scope of evaluation; while aims assert the importance of the whole 
personality of the student, the teaching and learning process has been concen-
trated on the intellectual side by cramming facts and information and, in turn, 
the examination has been concentrated on measuring how much knowledge the 
student retained. 
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In conclusion, aims and institutionalised means have not always correspond-
ed. There is an emphasis on aims without an emphasis on means to achieve them. 
Educational aims, such as educating the whole child or introducing a good 
citizen, may be considered as an aspiration with little attention being paid 
to the institutional means of achieving them. 
II. SOCIAL CHANGE AND CURRICULUM THEORIES 
From the previous review it may be fair to say that the application of 
the pragmatic curriculum theory has encouraged socio-economic, technological 
and political changes in the USA. Despite increasing current debate the ap-
plication of the essentialist curriculum theory in England has not yet been 
adequately directed in a way to meet the socio-economic and political change 
society is undergoing. The encyclopaedic curriculum theory, as implemented 
in Egypt, has blocked the way to change by its emphasis on the inclusion of all 
knowledge of the real world in the curriculum. 
The growth of democracy, the rise of experimental science, and the rise 
of industrial civilisation constituted a solid relationship between the 
pragmatic curriculum theory and social conditions. With its realistic and 
empirical approach, this curriculum theory has given support to vocational 
training and practical preparation which encouraged proficiency in industry, 
agriculture and commerce. 
The rise of experimental science has placed emphasis on experimentation, 
or learning 'how to think' rather than 'what to think', on learning by doing 
things rather than by reading about things, and on using the scientific method 
in solving problems. Reconstructionism as a pragmatic view relies upon the 
capacity of human experience to generate fundamental values (aims) and to 
direct a deliberate effort on behalf of their realisation (means). For all 
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these the relationship between the pragmatic curriculum theory and the 
changing needs of society is vital. So, in addition to the preparation for 
colleges, the preparation of youth for the changing conditions of society, 
and in particular for their future occupation through academic, technical or 
vocational programmes are the main aims of the pragmatic school of thought. 
The learner is viewed as an experiencing, thinking, and exploring indi-
vidual. The learner, therefore, is exposed to the subject matter of social 
experiences, social studies, projects, problems and experiments which, when 
studied by the scientific method, will result in functional knowledge from 
all subject matter areas. Books are regarded as tools in the learning process 
rather than as sources of indisputable knowledge. The school is a major 
social institution, it is held to be an active participant in change. It 
emphasises the teaching of how to manage change, and how to reconstruct the 
social order, and how to improve the way of life in society. 
Essentialist curriculum theory gives support to change if it is adequate-
ly implemented. Its philosophical bases emphasise the importance of nature 
and environment as a•source of knowledge. Factual mastery of content and 
organisation is necessary if one is to learn through observation and nature. 
It emphasises that the learner should be adjusted to or becoming aware of 
his relation to the physical world. The observable facts of the external 
world of nature constitute a source of knowledge. Thus, scientific facts and 
laws of nature are very important. Mathematics and natural sciences are 
examples of subjects which contribute to the learner's knowledge of his 
environment. 
This theory suggests that the content of a truly liberal general education 
should consist of a few selected subjects. In England, the traditional concen-
tration on a small number of freely chosen subjects has been questioned. The 
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problem, however, is how, out of the vastly increased body of knowledge can 
appropriate selection be made? 
In formulating the secondary school curriculum most teachers support 
the inclusion of communication skills. Teachers and parents generally stress 
the development of critical skills, the development of character and of 
physical wellbeing, the development of an understanding of the world we live 
in and some understanding of the everyday moral and social problems. Teachers, 
however, generally rejected the achievement of vocational success as a major 
objective of education. So, a controversial issue has been to decide which 
are the 'essential' subjects. 
The problem of essentialism in England is that it is a substitution for 
the Platonic view which supported three different kinds of curriculum for 
three different kinds of young people. For academic children, academic success 
and further education were the measure of success. For secondary technical 
schools, the aim was to relate this school to a particular industry or 
occupation or group of industries and occupations. Secondary modern schools 
intended to develop pupils' interests by not focusing primarily on the tra-
ditional subjects of school curriculum, but rather by offering courses covering 
arts, crafts, engineering, trade, general science, as well as academic subjects. 
Even after the reorganisation of secondary education on comprehensive 
lines, curriculum division is still there. The Platonic view is still 
influential. Another source of difficulty to change is the insistence on the 
intrinsic logic of disciplines and the lack of integration between subjects. 
The encyclopaedic curriculum theory is highly rational, deductive, and 
intellectualised. It promotes habits of thought favouring efficient regulation 
proceeding from general principles to the specification of detail. Its 
maintaining that all knowledge of the real world is useful and should be 
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included in the curriculum has impeded curricula which have followed it 
from being adequately responsive to social change. It combines the advantages 
of a clear philosophical foundation with the defects of being relatively unre-
sponsive to social pressure arising from the social, economic, and political 
changes. 
Despite the fact that the philosophy of Comenius, Descartes and other 
encyclopaedists oriented minds towards the study of science and maintained 
that action on things is a major aim of their philosophy, the general 
secondary school curriculum in Egypt is concentrated on academic subjects 
with little attention given to the technological and practical subjects. 
It could be concluded that this curriculum is characterised by being 
relatively unresponsive to social pressure arising from social, economic and 
political changes. It is the characteristic of encyclopaedic curriculum 
theory which, to some extent, the general secondary curriculum is confirming. 
Thus new bases for curriculum development have to be established, taking into 
consideration the contextual variables of Egypt. 
III. THE NEED FOR A THEORY OF CURRICULUM DEVELOPMENT IN EGYPT 
A country that imposes a curriculum on the schools from a central 
authority must be very careful to provide a curriculum which can be defended. 
It may have to make clear to the teachers and the public the principles on 
which the curriculum is based, and considerations which led to the inclusion 
of this and the exclusion of that. Only in this way can the central authority 
hope to gain the teachers' and public's acceptance and co-operation. 
Curriculum development involves many kinds of decisions. Decisions need 
to be made about the general aims which schools are to pursue and about the 
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more specific objectives of instruction. Decisions need to be made about 
the selection of subjects and the specific content to be covered in each. 
Decisions are needed about the appropriate method(s) with which to implement 
both the content understanding and other objectives. Decisions are needed 
regarding how to evaluate what pupils are learning and the effectiveness of 
the curriculum process in attaining the desired ends. In Egypt, these 
decisions are made on a political and educational base. Some decisions about 
national education and military education are political. Some decisions about 
what to include in the humanities curricula are influenced by the political 
situation. Some subjects are included because of tradition, others - rather 
vaguely - because of children's needs in their future life. 
"If the curriculum development is to be adequate, all 
these decisions need to be made competently, on a 
recognised and valid basis, and with some degree of 
consistency." 
1 
Another source of difficulty is the piecemeal approach of curriculum 
making. The whole history of curriculum revision has been piecemeal: a mere 
shifting of pieces from one place to another, taking out one topic and 
replacing it with another without a reappraisal of the whole pattern. The 
curriculum, therefore, has become a patchwork. Hence, a clear-cut methodology 
of thinking and planning seems to be lacking in curriculum making in Egypt 
today. 
All curricula are composed of certain components. A curriculum usually 
contains a statement of aims and of specific objectives; it indicates some 
selection and organisation of content; it implies certain patterns of 
learning and teaching, whether because the objectives demand them or because 
the content organisation requires them; finally, it includes a programme of 
evaluation of the effectiveness of teaching and learning and of the outcomes. 
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"Curricula differ according to the emphasis given to 
each of these elements, according to the manner in 
which these elements are related to each other, and 
according to the basis on which the decisions 
regarding each are made." 
2 
If Curriculum Development in Egypt is to be made rational and scientific, 
the decisions about curriculum components need to be made on the basis of some 
valid criteria. These criteria, I suggest, are: 
1. The nature of man or individual learner  
2. The nature of society and its needs  
3. The nature of knowledge  
These higher valuations need to be taken into account as well as the 
preceding detailed analysis of the social specific initial conditions of 
Egypt. Ignoring such beliefs would invalidate the acceptability of any 
proposed curriculum. 
1. 	 The Nature of Man  
From reviewing the secular as well as the religious documents such as 
the Constitution, the National Charter, the October Working Paper, the 
Quran, the traditions, and the notions of Muslim philosophers, a great many 
statements about man and his position in society and culture could be found. 
a) Faithful to God 
Man should have "unshakable faith in God, His prophets and His sacred 
messages which He passed on to humanity, in all places and at all times as 
a guide to justice and righteousness."3 The National Charter states that: 
"... the freedom of religious belief must be regarded 
as sacred in our new free life. The eternal spiritual 
values derived from religions are capable of guiding 
man, of lighting the candle of faith in his life and 
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of bestowing on him unlimited capacities for serving 
truth, good and love. In their essence all divine 
messages constituted human revolutions which aimed 
at the reinstatement of man's dignity and his 
happiness." 
4 
b) Free 
All religions contain a message of progress and freedom. The National 
Charter points out that: 
"The essence of all religions is to assert man's right 
to life and to freedom. In fact, the basis of reward 
and punishment in religion is equality of opportunity 
for every man. Every individual starts his life - 
before his Maker with a blank sheet, so to speak, on 
which are recorded his deeds accomplished by his own 
free will." 
5 
Many verses in the Quran support this notion such as, 
"God will not burden any soul beyond its power. It 
shall enjoy the good which it has acquired, and it 
shall bear the evil for the acquirement of which it 
laboured." 
From the Quran point of view, the causes of creation is for man to realise 
himself and to be judged according to his freely committed actions by a just 
God. For, 
"Allah hath created the heavens and the earth with 
truth, and that every soul might be repaid what it 
hath earned, 
And they will not be wronged." 
6 
Reward and punishment are two concepts on which the Quran lays particular 
stress, and in connection with them asserts that Allah does no injustice 
towards anyone, not even so much as a fibre of a date or as a pit in the 
seed. 
"Verily, God will not wrong men in aught, but men 
will wrong themselves." 
7 
- 496- 
"On that Day (Day of Judgement) will men proceed 
in companies sorted out, to be shown the deeds 
that they had done. Then shall anyone who has 
done an atom's weight of good, see it, and anyone 
who has done an atom's weight of evil, shall see 
it." 
8 
It is also made very clear that the misfortunes and miseries that befall 
men in their life are due to them and not to God.9 
Free man is the basis of a free society which he can set up. Freedom 
alone is capable of impelling man to move forward and to catch up with those 
who are ahead of him. The National Charter states that: 
"The freedom of an individual to shape his destiny, 
to define his position in society, to express his 
opinion, and by means of his thought and experience, 
and hopes to take an active part in leading and 
directing the evolution of his society is an 
inalienable human right which must be protected 
by law." 
10 
c) Democratic 
Criticism and self-criticism are among the most important guarantees 
to freedom and democracy.11 
"Political democracy cannot be separated from social 
democracy. No citizen can be regarded as free to 
vote unless he is given the following three guarantees: 
a) He should be free from exploitation in all its forms; 
b) he should enjoy an equal opportunity to have a fair 
share of the national wealth; c) his mind should be 
free from all anxiety likely to undermine the security 
of his life in the future." 
12 
d) Equitable  
The National Charter states that: "God in His great wisdom has made 
equality of opportunity the basis of His judgement of all people.u13 More- 
over, justice, which is the sacred right of every individual, should never 
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be an expensive commodity, beyond the reach of the average citizen. Justice 
should be accessible to every individual without material obstacles, or 
administrative complication.14 
"No religion can accept a system of class distinction, 
by which the majority inherit the punishment of 
poverty, ignorance and disease while a small minority 
monopolise the reward of all prosperity." 
15 
Equality between men and women has been emphasised in the National 
Charter, the October Working Paper, and the Constitution. The October 
Working Paper states that: 
"Women constitute one half of the society and to deny 
women opportunity to participate in our comprehensive 
strategy for progress is to deprive society of the 
capabilities of one half of its members. Education, 
labour and just human treatment are compatible with 
the tolerant 'Sharia' (Islamic Law)." 
16 
The Constitution stipulates that: 
"The state ensures a co-ordination between the duties 
of women towards their families and their work in 
society. It also ensures equality between men and 
women in the political, social, cultural and economic 
aspects of life without violating the provisions of 
Islamic Law." 
17 
e) Responsible 
The people do not call for change or endeavour to realise or even 
impose it merely for its own sake. 
"They only do so in order to attain a better life 
and in an attempt to raise the level of their 
reality to that of their aspirations." 
18 
For doing so, it is the right of every individual to receive the kind of 
education which suits his abilities and talents.19 The National Charter 
asserts that: 
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"Since the children of today are the makers of 
our future, it is the duty of working generations 
to provide them with all the chances that will 
enable them later to assume successfully the 
responsibility of leadership." 
20 
Woman must be regarded as equal to man and must therefore shed the 
remaining shackles that impede her free movement so that she might take 
a constructive and profound part in shaping life.21 
"The family is the first cell in a society and it 
must, therefore, afford all means of protection 
so that it might be better able to preserve the 
national tradition, to rejuvenate its texture, 
and to carry along the whole of society in the 
direction of the goals set by the national 
struggle." 
22 
The importance of the community is so emphasised that it occupies a place, 
perhaps, prior to that of the individual. 
f) Enlightened  
Ibn Khaldun (A.D.1332-1406), one of the great Muslim philosophers, 
pointed out that man is a social animal, and his prosecution of learning 
is conditioned by the nature of the material, intellectual, and spiritual 
civilisation in which he lives. Man is distinguished from animals by his 
capacity to think: to think how to maintain himself, how to act as a 
member of a social order. "Learning and education are natural to civilised 
life."23 
The National Charter stated that a man should have "a mind open to all 
human experiences, from which it benefits and to which it contributes with 
no fanaticism or complex."24 The working man should become the master of 
the machine and not a cog in a wheel in the production set-up.25 But how 
could this be accomplished? The October Working Paper points out that, 
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"it is our duty towards the Egyptian citizen, who is 
our principal asset, and by whom and for whom we work, 
to prevent his falling prey to illiteracy, disease, 
or backwardness. We should offer him the full chance 
to develop so that he may give of his best to his 
country." 
26 
g) Planner  
Deep awareness of the necessity of planning in the individual's life 
is the decisive solution to his present and future problems. This awareness 
will change the individual's feeling of submission to fate as regards 
problems, and replace it with a feeling of responsibility that drives the 
individual to plan the family socio-economic and political affairs.27 
"The Arab shall determine by himself the destiny of 
his nation on the fertile fields, in the huge factories, 
from the tops of the high dams and with the enormous 
energies of the driving power." 
28 
h) Skilful 
The October Working Paper stated that, 
"it is impossible to follow a comprehensive 
industrialisation policy for long without providing 
the necessary numbers of skilled workers, technicians 
and administrators at the different levels." 
29 
Moreover, the National Charter emphasised 
"the right of each citizen to secure the job which 
accords with his abilities and interests and the type 
of education he has received. Beside being of 
economic importance in a man's life, work is an 
assertion of human existence itself." 
30 
Again the October Working Paper asserts that: 
"Man makes development, and his happiness is its 
ultimate. Money without competent men is no more than 
paper stacked in safes. Machinery, however modern, 
is useless without human skill, and the most fertile 
soil remains barren unless ploughed by human labour." 
31 
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The development of manpower means first, increasing its number and foremost 
increasing its capacity and productivity and its human potential through 
culture, education and training.32 
2. The Nature of Society  
The National Charter points out that there are three objectives which 
are a true expression of Arab national conscience, they are: a) Freedom, 
b) Socialism, and c) Unity. Freedom means freedom of the country and 
freedom of the citizen. Socialism means sufficiency in production and 
justice in distribution. Unity means the restoration of the natural order 
of the Arab Nation, torn apart by foreign powers against its own will and 
interests. 
a) Freedom 
The sixth principle for the Egyptian Revolution was "Establishment of 
a sound democratic system."33 The Constitution states that: "The system 
of Arab Republic of Egypt is democratic and socialist, and it is built on 
the alliance of working populace forces."34  The Quran asserts that it is 
better and more lasting for those "who conduct their affairs by mutual 
consultation ..."35 When Abo Baker, the first Orthodox Caliph, was chosen 
to administer the Muslim affairs, he said, "Omen, of a surety, I am entrusted 
with your affairs, I am not the best of you, if I did well support me, if I 
did wrong evaluate me." 
The National Charter points out that democracy means the assertion of 
the sovereignty of the people, the placing of all authority in their hands 
and the consecration of all powers to serve their ends. 
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"The popular and political organisations based on 
free and direct election must truly and fairly 
represent the powers forming the majority of the 
population ..." 
36 
"The Constitution must ensure that the farmers and 
workmen will get half the seats in political and 
popular organisations at all levels." 
37 
Moreover, most of the documents assert that the freedom to earn a living 
is a necessary guarantee to the freedom of voting. The October Working 
Paper asserts that: "Political freedom has no significance to the hungry 
who is forced to sell his vote in elections."38 So, the fourth principle 
for the Egyptian Revolution was "Establishment of social justice." 
b) Socialism  
But how to establish social justice? The answer comes from the National 
Charter, such as: Scientific Socialism is the suitable style for finding the 
right method leading to progress and social justice.39 The Constitution re-
affirms that, 
"the economic base of Egypt is the socialist system 
based on sufficiency and justice in such a way as 
to prevent exploitation and aiming at dissolving 
the class distinctions." 
40 
Democracy is political freedom while socialism is social freedom. 
"Socialism means the setting up of a society on a 
basis of sufficiency and justice, and equal opportunity 
for all, in work, production and services." 
41 
The wide gap between the advanced countries and those who are trying to 
catch up, no longer allows the method of progress to be left to desultory 
individual efforts motivated by mere selfish profits.42 
The people's control over the tools of production does not necessitate 
the nationalisation of all means of production, neither does it mean the 
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abolition of private ownership or any infringement on the legitimate right 
of inheritance following therefrom. Such control can be achieved in two 
ways: first, the creation of a capable public sector that would lead to 
progress in all domains, and bear the main responsibility of the development. 
Second, the existence of a private sector that would, without exploitation, 
participate in the development within the framework of the overall plan 
provided.43 
The National Charter states that: 
"The Arab application of Socialism in the domain of 
agriculture does not believe in nationalising the 
land ... But it believes in individual ownership 
of land, with limits that would not allow for 
feudalism." 
44 
This conclusion is an outcome of responding to the sentimental longing of 
farmers for the ownership of land and the ability of the Egyptian farmers 
for creative work, under reasonable conditions. 
The Arab application of socialism as the Charter points out, believes 
that the deprivation of the majority of people who suffered for so long 
should not be continued, so that the consumption of goods and services must 
be increased. But how can we increase production, and at the same time 
increase the consumption of goods and use of services? That, besides the 
constant increase of savings for the sake of new investments. This difficult 
equation with its three vital elements requires the following:45 
a) Fostering the work values, such as: work is duty, honour, and life. 
b) The existence of a highly efficient organisation capable of mobilising 
forces of production, raising their material and intellectual efficiency, 
and relating them to the production forces. 
c) These organisations must depend on centralisation in planning and 
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decentralisation in implementation. 
d) Doubling the national income, at least once every ten years. 
e) Using advanced science and technology in the production process. 
f) Raising the compulsory education up to 15 or 16 years of age, and 
relating curricula to the development demands. 
g) Reinforcing the family planning project to stop the enormous rate 
of increase in population. 
c) 	 Industrialisation 
All revolutionary documents emphasised the importance of industrial- 
isation. For example, the National Charter points out that, 
"industry is the strong support of the national 
build-up. It is capable of realising the greatest 
hopes in the field of social and economic evolution." 
46 
The October Working Paper reaffirmed that "Egypt's future depends on 
industrialisation."47 Industry is responsible for establishing the essential 
equilibrium between development demands and consumer needs.48 
The National Charter emphasised again that industry should not be 
concentrated in the big cities and towns, but that it should extend creative 
work all over the Egyptian land. 
"The industrialisation of the countryside which is 
based on agriculture opens vast ranges for the 
changes of work and life in the country." 
49 
Science, planning, prediction and creativity are all emphasised as 
means of realising the development demands. The National Charter asserts 
that "science for society should be the motto of the culture revolution ..."50 
The major economic and social problems confronting Egyptian people must be 
.51 
resolved on a scientific basis. 	 The organised national action which is 
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based on scientific planning is the path leading to the desired future. 
"Development is not a haphazard action which takes 
place automatically. But development constitutes 
a scientific action based on forecasting changes 
expected to take place at particular times." 
52 
The planning principle is centralisation in planning and decentralisation 
in implementation. "Once the general plan is defined, then all would move 
within its framework in freedom and flexibility."53 Moreover, "creative 
human action is the only means before society for the realisation of its aims 
and aspirations. "54 
d) Arab Unity  
The National Charter points out that: "Ours is an Arab people and its 
destiny is tied to the destiny of the Unity of the Arab Nation."55  The 
October Working Paper states that "our people believe deeply in their 
affiliation to the Arab nation."56 The Constitution states that, "... Egyptian 
populace is a part of the Arab Nation, and it works on the realisation of its 
comprehensive unity."57 Complete unity is an ultimate goal. What is certain 
and must be realised is that economic and political co-operation can bear 
fruit and can be furthered despite differing political and economic systems 
in the Arab States. However, we live in Africa, therefore we cannot be 
isolated from its political, social and economic development. 
e) Religion  
The Egyptians believe in the messages of religions. They believe that 
a man's existence on earth is not an accident of nature but a purposeful act 
of the creative will of God. Man has a spiritual status which gives him 
dignity and raises him to a level above all other earthly creation. Men are 
not numbers or cogs in the vast machine of the Universe, but human beings 
with free wills and inherent rights. The National Charter stated that: 
"Our people have a sufficiently strong faith in God 
and in themselves to enable them to impose their 
will on life, in order to re-model it according to 
their aspirations." 
58 
The Egyptian people believe in peace as a vital necessity. Consequently, 
they spare no effort in working for it, with all those who share the same 
conviction.59 
3. The Nature of Knowledge  
a) Science and Democracy  
Science for society should be the basis of the cultural revolution.60 
The socio-economic and political problems confronting the Egyptian people 
at present must be resolved on a scientific basis.61  
"... while the attempts at family planning with the 
aim of facing the problem of the increasing population, 
deserve the most sincere efforts supported by modern 
scientific methods, the need for the most rapid and 
efficient drive towards the increase of production 
necessitates that this problem should be taken into 
consideration in the process of production." 
62 
The attainment of the socio-economic and political goals "... is possible 
through economic and social planning, without sacrificing the living 
generations of citizens for the sake of those still unborn."63 
Freedom is explicit in a democracy. The National Charter states that: 
"Exercising criticism and self-criticism always gives national action an 
opportunity to correct and adjust itself to its great objectives."64 So, 
it argued, organised freedom must be explicit in the school. Each member of 
society (school) must have the right to share in the making of decisions. 
Each pupil must have the right to the kind of education which suits his 
ability and interests. 
Equality in education is one of the principles which follows directly 
from the fundamental religious tenet that all Muslims are equals and 
brothers; and according to a tradition of the Prophet's "it is the duty 
of every Muslim (men and women) to seek after learning." In fact, the edu-
cational institutions which Muslims established did not distinguish between 
rich and poor, higher classes and lower ones, or between men and women. They 
were free, and Muslims anywhere could come to them and find beside education, 
material support. Moreover, the Muslims were not content with founding those 
institutions, but also provided permanent funds - Wakfs - for their maintenance 
as well as for teachers and students alike. 
The National Charter points out that scientific discoveries and their 
application have widened the gap between the advanced countries and the de-
veloping countries. "Here emerges the great role to be undertaken by the 
universities and educational centres on various levels."65 
b) Theory and Practice 
This guarantees that thought should always be in constant connection 
with action and theoretical doctrine should always be in connection with 
experimental application.60 Therefore, the relationships between educational 
institutions and society have been emphasised. The National Charter, for 
example, states that: 
"The responsibility of the universities and scientific 
research centres in shaping the future is not less 
important than the responsibility of the various 
popular authorities.... Therefore, universities are 
not ivory towers but rather forerunners discovering a 
mode of life for the people." 
67 
Education is the means of consolidating and honouring human freedom; 
it is also the energy which can rejuvenate national action and daily adds 
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new ideas to it and brings leading and serious elements to its various 
fields.68 The October Working Paper adds that: 
"The most important addition to the logic of 
education and research on the world is the 
elimination of the distance between thought and 
action. Education is no longer limited to rigid 
study of subject matter which the student must 
absorb. Education has become organically linked 
to the social change and its requirements." 
69 
This pragmatic approach emphasises that 
"the object of education is no longer to turn out 
employees who work in government offices. Thus 
... the curricula should aim at enabling the 
individual human being to reshape his life." 
70 
How does knowledge occur? From the previous statements it could be 
said that experience is the most important means of teaching and learning. 
According to Muslim tradition, parents are responsible for bringing up their 
children, by example and teaching, in the right way of living. They should 
see that they acquire and practise the common virtues, and they should 
approve and encourage them in this direction.71 
Muslim thinkers have indicated two ways: experience on the one hand 
and revelation on the other. To Al-Ghazali (A.D.1058-1111),72 knowledge 
has three degrees: a) knowledge of the common man, who is restricted by his 
sense experience and satisfied by whatever the people in authority tell him, 
b) scientific knowledge, which does not accept anything as valid except that 
which is established by proofs. These two ways are dependent upon experience, 
observation, reason and experiments. These two ways are the common tools 
through which knowledge occurs. c) Finally, the mystical knowledge, which 
occurs only after a long period of training and ends in a vision of the 
ultimate truth. This stage, which is above and beyond every other kind of 
knowledge, cannot be reached by reason, but through illumination only. It 
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is either the knowledge of prophets or the knowledge of mystics, which is 
obtained by divine grace and through a light that God sheds in the heart 
of man.73 
Among the great philosophers of Islam are Al-Kindi (A.D.801-866), 
Al-Farabi (died A.D.950), Avicenna (Ibn-Siva, A.D.980-1037), and Averroes 
(Ibn-Rushed, A.D.1126-1198). To them the human mind is capable of reaching 
the truth by itself. Averroes devoted a treatise to "the agreement of 
religion and philosophy". According to him, the object of philosophy is to 
grasp the meaning of existence and to ascend from the knowledge of the created 
to that of the Creator. Religion, on the other hand, invites man to a 
profound and rational study of the Universe. Reasoning and inference do not 
contradict in any way the teaching of the Divine Law.74 
Ibn Khaldun redeemed the reputation of Islamic scholarship by producing 
a new philosophy of history starting from first principles.75 For him, man 
is a social animal, and his prosecution of learning is conditioned by the 
nature of the material, intellectual, and spiritual civilisation in which he 
lives.76 He is 
"one among those who emphasised most the importance 
of experience, urged nevertheless that the human 
soul should not be contented with individual 
experience, but must learn from the total experience 
of humanity as a whole, by studying it and criticising 
it." 
77 
From the previous review, it could be said that experience, scientific 
proofs, reasoning and inference should be considered the major modes of 
teaching and learning. 
IV. A NEW CURRICULUM MODEL 
What have been identified so far are the nature of man, the nature of 
society and the nature of knowledge. Accordingly, man ought to believe 
in God and all divine messages. He also ought to be free, democratic, 
equitable, responsible, enlightened, a planner and skilful. Egyptian 
society ought to be socialist, democratic, united, planned and agro-
industrialised. In the nature of knowledge, emphasis has been placed upon 
science and democracy, closing the gap between theory and application, and 
upon experience, reasoning and the scientific method of thinking as a means 
for teaching and learning. 
From the previous review of Egypt's normative position, new curriculum 
thinking stemming from Egypt's present conditions, can be suggested. The 
new ideas about the curriculum fall (in principle) somewhere between the 
pragmatic and polytechnical schools of thought. This could be judged from 
the following principles which have been emphasised in the previous documents. 
They emphasised that general education should have two parallel targets: 
first, to create the enlightened, democratic individual, more understanding 
of, and in harmony with, his society and his age, further able to study and 
criticise human knowledge, and more responsive to the general needs of his 
environment and his country. Second, to provide him with precise and 
advanced skills which would enable him to face his future problems in work 
or in further education.78 
A rigid form of secondary education has been criticised, 
"instead it should be diversified as much as 
possible to respond to the need for various 
expertise, specialisations and skills required 
in development in order to promote it all along 
a broad front." 
79 
In accordance with the polytechnical principles, reference has been 
made to the elimination of the distance between thought and action and the 
importance of linking education to the social change and its requirements. 
It has been emphasised that certain types of schools should be linked to 
the environment, rural or urban, field or factory. Only in this way would 
Egypt avoid the return of illiteracy to many of her children. It would 
also avoid 
"the other face of the same problem, namely the 
emigration of the educated individual from his 
environment, thus constantly impoverishing this 
environment by depriving it of the advantages 
resultant upon the spread of education therein." 
80 
Reference has been made to the need of meeting the country's requirements 
of skills and expertise, and the need of raising the value of work or labour 
by eliminating the social difference between one form of education and 
another and changing the attitude of some people who may consider education 
as the instrument for gaining special social privileges irrespective of their 
value in the movement of society.81 
In accordance with pragmatism, science and democracy have been emphasised. 
Science for society has been considered the basis for the cultural revolution. 
The social, economic and political problems that Egypt faces at present ought 
to be resolved on a scientific basis. Freedom and democracy have also been 
stressed. Organised freedom must be explicit in society and in schools. 
Thus, each pupil must have the kind of education which suits his ability and 
interests, and provides him with the knowledge and skills needed for the 
making of scientific and democratic decisions.82 
Stimulated by technological change and the changing needs of society, 
continuous education or life-long education has been emphasised in the previous 
documents. The October Working Paper stated that: 
"In this age, in which scientific, technical and techno-
logical progress proceed at an astonishing speed; in 
this world where often the machine becomes old and 
obsolete as soon as it has been manufactured because 
something more modern has appeared - in this age, it 
has become imperative for active and productive 
elements to be in a state of constant education and 
continued acquiring of knowledge. Otherwise, the 
educated person will find himself backward compared 
to the new, whatever the degree of experience and 
culture he has acquired during his study." 
83 
This, in theory, is what ought to be. In reality, however, reference 
has been made in Chapter 6 to the general tendency for moving away from an 
elitist view of society to a more egalitarian view. Reference has also been 
made to the growing concern about equality of opportunity and the questions 
of social justice and democratic participation. There is a move away from 
dogmatic values to more rationalist ways of thinking. There is a move away 
from primitive industry to more modern, technological industries. All these 
create demands that school and curriculum should provide opportunities for 
children to learn the skills needed for their future work in society, the 
skills needed for solving the problems they are likely to face in their 
adult life, and the skills needed in the making of democratic decisions. 
The curriculum analysis carried out in Chapter 7 revealed that the curriculum 
responded weakly to such demands. These demands have very important impli-
cations for the organisation of secondary education, the organisation of 
curriculum content and learning experiences, the role of teachers and the 
interaction of these elements with the planning of curriculum. 
V. THE NEED FOR REORGANISATION OF SECONDARY EDUCATION: 
A PROPOSED SOLUTION 
The analysis carried out in Chapter 6 reveals that the Egyptian Revolution 
has changed the cultural climate of the country. The new aspirations to power 
are of a degree and kind that will require the transformation of the 
traditionally passive Egyptian masses into a source of rational, active, 
socio-economic and political strength. 
It has been revealed from the analysis of contextual variables that 
industries in Egypt suffer acutely from mismanagement and shortage of skilled 
workers and technicians. The agriculture sector is still in need of a more 
educated and trained labour force who are able to use mechanised and 
scientific techniques to improve cultivation, irrigation and harvesting. 
The increase of urbanisation requires more goods and more services. The 
urgent need, therefore, is for universal literacy and a basic education that 
would provide the country with skilled workers and technicians and enable 
the highly intelligent among the workers to qualify for various grades of 
management. The absence of political education and curriculum integration, 
among other things, has contributed to the problem of democracy in Egypt. 
In the light of emerging concepts of democracy and in harmony with the 
new knowledge concerning the nature of man and his needs, the nature of 
society and its requirements, and the nature of knowledge, the entire system 
of education should be re-examined and re-organised and the curriculum should 
be changed. 
The secondary school should be transformed from an institution conceived 
for the few to an institution conceived for all. From an adjunct to the 
university, it should become an agency with no less goal than the amelioration 
of every individual and social need. From concentration on the past to the 
preparation for present and future as well as for democratic participation. 
In consistenc- with Egypt's contextual variables described in Chapter 6, 
and with the nature of man, society and cultural requirements and needs, the 
time has come to establish for secondary education an independent entity 
closely linked to the needs of its students, the demands of society and 
the cultural requirements. This should be done in a way that would ensure 
for the student, as he goes through the stage, a build-up of his responsi-
bility that would enable him to succeed to continue growing and developing 
the faculty of self-determination whether he should choose to join higher or 
university education or whether he remains content with just this stage and 
decides to enter one of the professions after getting some suitable training 
in it. It is perhaps interesting that concentration on achieving the above 
at once serves the objectives of readying the student for the university and 
for direct work. 
For university requirements for those who are to join it do not go beyond 
the fact that they should be conversant with the culture of the age, trained 
and able to acquire knowledge and educate themselves, on top of an integration 
of personal traits. As for the purely academic subjects, these can be studied 
in depth by establishing specialised institutions of two years at the end of 
the secondary stage during which subjects may be concentrated for those who 
prove to have academic ability and interest of enrolment in university. But 
care should be given, alongside such subjects, to technical and practical 
aspects. 
What is proposed here is as follows: first, the expansion of compulsory 
education in a way which includes primary stage, the three years of preparatory 
stage - which is in fact a stage of general education under the present system 
- in addition to the first form of the present general secondary school, at 
which the branching off of education to specialised institutions of general 
and technical education starts. 
Second, compulsory education, therefore, consists of two stages: primary 
stage from age 6 to 12, and secondary stage from age 12 to 16. In its four 
years, secondary education becomes a stage of general education and an 
extension of the compulsory stage of the primary education. In this way, 
education becomes general and inclusive as from the first form primary until 
the end of the tenth form secondary. It is worth mentioning that examination 
at the end of primary education for selecting children for secondary edu-
cation has no place in this proposed system.84 
Third, to complete the above picture, after the school leaving age at 
16, we can enumerate at least three types of schools in which education varies 
as of the eleventh form and those are: 
1) The specialised academic secondary school with its academic type of 
study of two years, aiming mainly at preparing students for specialised 
university studies in addition to continuing the provision of an amount 
of general education and inclusive of practical studies. 
2) The vocational secondary school which aims mainly at preparing the 
student for a certain trade or profession at the level of the skilled 
labourer. The practical studies and technical skills which the student 
acquires in the previous general secondary stage may justify allotting 
just two years for the technical preparation of students in this school. 
Doors should be open for graduates of this school to join higher 
institutes at the university level under certain conditions. 
3) Technical institutes of four years which aim at preparing technicians, 
and teachers' colleges of four years which aim at preparing teachers for 
primary education - until we can develop the preparation of the teacher 
of primary school at university level. Doubtless previous studies in 
the general secondary stage up to the tenth form help in making the 
period for preparing technicians and primary school teachers in these 
institutions just four years. 
Fourth, the specialised stage (eleventh and twelfth forms, academic 
and vocational), should be terminal. Admission into it should be limited, 
see Figure 1. 
Students for these directional or specialised institutions should be 
selected according to their abilities and their academic performance in the 
general secondary stage (the last four years from age 12 to 16), and in 
accordance with their wishes and their parents' opinions. In order to meet 
the socio-economic and technological needs of society and to prepare students 
for universities and higher institutes, these specialised or directional 
institutions should be as much diversified as possible. 
Fifth, concerning the system of admission to universities and higher 
education, in the present system where the general secondary school is made 
up of three branches and its objectives are not clear - for in the view of 
some it is a general education stage - and in the view of pupils, teachers 
and parents, it is just a school for preparation for university and higher 
education. The result of all this is that it has become impossible to 
impose limits on admission into it, and this has created educational and 
socio-economic problems because of the pressure of students on general 
secondary and university education. Political considerations also got into it 
and students were crowded into classes and amphitheatres and it all resulted 
in a noticeable lowering of the standard of secondary and university education. 
The way out of this is perhaps to allow admission to university and higher  
education from among those graduates of specialised or directional  
institutions, to be left in the hands of the authorities of universities  
and higher institutes in accordance with the academic requirements and  
available places in their universities and higher institutes. 
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VI. A NEW DIRECTION FOR CURRICULUM DEVELOPMENT 
In accordance with Egypt's contextual variables, and in accordance 
with the nature of man, society and culture, their needs and requirements, 
the general secondary school curriculum should be shifted from the classic 
or encyclopaedic model to be more linked with pragmatic and polytechnical 
schools of thought. Thus, the following changes are required: 
1. From a curriculum restrictively concerned with intellectual skills and 
mind training to a curriculum with no lesser goal than the amelioration 
of the 'whole' child and social needs. 
2. From a narrow curriculum designed to educate university-bound students 
to a broadly conceived one designed to develop all citizens and workers 
as well, in a democratic society. 
3. From emphasis placed upon the academic disciplines only to an equal 
emphasis upon the cultural and vocational fields as well as the student 
activities. 
4. From the subject-centred curriculum to the core curriculum which should 
be built around the individual interests and the social needs. 
5. And finally, from a system of evaluation depending heavily upon sub- 
jective measurements such as oral examinations, paper and pencil 
examinations, observed impressions and so on, to a system in which, in 
addition to all these, continuous assessment, standardised tests, 
achievement tests and other valid and reliable tests should be used 
widely. 
Accepting the notion that changing a curriculum means changing its aims 
as well as the means by which these aims are to be achieved, all components 
of the general secondary school curriculum (aims, content, organisation and 
methods of teaching, and evaluation), ought to be changed in order to meet 
the individual, social and academic needs and requirements. 
By expanding compulsory education up to the end of tenth form, we will 
have a primary stage of six forms, from the age of 6 to the age of 12; and 
a general secondary stage of four forms, from the age of 12 to the age of 
16; then a specialised or directional stage which includes the eleventh and 
twelfth forms, from the age of 16 to the age of 18. Attention will be paid 
here to the curriculum of the general secondary stage and the curriculum of 
the academic school in the specialised stage. 
1. Aims and Objectives  
All above mentioned documents exhibited their tendency to the pragmatic 
and polytechnical approaches (in principle) to aims, since they emphasised 
the preparation of students for productive life, democratic participation, 
the importance of science on human life, and the understanding of scientific 
methods and rational thinking. Therefore, social, economic and political 
cohesion, not only intellectual endeavour, should be the new base for curri-
culum development. This would not contradict the encyclopaedic view that all 
students need to grow in their ability to think rationally, to express their 
thoughts clearly, and to read, write and listen with understanding. In short, 
the pragmatic and polytechnical view that education should be associated with 
social needs, scholarship should be associated with human welfare, and 
knowledge should be used, these are all stressed in the revolutionary 
documents. 
Education in the general secondary school of four forms should be general 
and fundamental. It is becoming apparent from the increasing technology in 
Egyptian society that the focus of this school must be upon a broad general 
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education, with an understanding of vocational and occupational demands. 
So, a balanced curriculum for this stage would include academic, vocational 
and cultural aspects with both theoretical and practical applications. 
Practice, therefore, would become one of the principal bases of education 
with both a scientific significance and a rationale to work and production 
in society. 
Science should be integrated with practice and with everyday life of 
the environment. The courses of natural sciences should develop the concept 
that man can have significant influence on his environment through technology 
and that he is the master of the machine. The programme of instruction in 
this area should depend on developing sound scientific thinking so that all 
pupils may become more self-reliant in acquiring experience and knowledge 
and more able at solving problems that confront them in their present and 
future life. 
The employment demands are for more skilled and semi-skilled workers, 
technicians, and skilled and imaginative managers. These demands result in 
greater emphasis on vocational and technical subjects in the secondary school. 
Pupils at this stage, therefore, should be trained in practical work to acquire 
manual skills so that they may be able to handle whatever confronts them in 
their present and future life. This may give them also a respect for and a 
high estimation of manual labour. But this stage should not intend to prepare 
the pupil for any specific job. Instead it should provide him with information 
and competency which would enable him to be more flexible and also enable him 
to adapt himself to the changing needs of society. 
The rapidly increasing population, with migration to urban areas, requires 
more goods and services. The improvement of health services, the longer life 
spans, the need to improve the cultural activities in Egypt, all these would 
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stress the need of much attention to be paid to the cultural offerings in 
secondary school. The cultural area of curriculum in this stage should aim 
at developing artistic taste and a sense of beauty. It should also develop 
appreciation, knowledge and skills in one or more media of artistic expression 
which might carry over to leisure aspects of life. It should provide op-
portunity for each student to learn co-operation with others and to gain an 
awareness of his own individual worth and understanding of others. 
The pragmatic school of thought emphasises that the broad aim of social 
science would help individual students to become independent thinkers, able 
to make appropriate decisions, and to apply scientific techniques to socio-
economic and political problems, so that they can deal with the rapidly 
changing nature of society. 
Teaching and learning of this area of knowledge would encourage the 
intelligent uses of the natural resources for the improvement of living 
standards, the intelligent acceptance by individual and groups of the re-
sponsibility for democratic participation and decision-making. It should 
also increase the effectiveness of the family as a basic social institution. 
Through the social sciences, teachers should teach students at this stage 
and at the directional or specialised stage what is going on now and imbue 
each with a desire to make his part of society go right. They must educate 
them in their public rights and duties. Organised freedom must be explicit 
in the school. Each student must have the right to share in the making of 
decisions. 
The problem of democracy in Egypt should be related to what is taught 
in secondary schools. If the public is to participate effectively in political 
affairs, then perhaps the systematic teaching of political science at secondary 
and post-secondary levels is necessary. Students, as Holmes points out, should 
"be trained in the methods of political analysis and the principles of 
weighing the possible consequences of alternative political action."
85 
It could be argued that school-age pupils have neither the maturity 
nor the intellectual, competence to study such subjects. One way out is to 
do this at the specialised or directional secondary education, post- 
secondary education and in programmes of teachers' education and in all 
universities and higher institutes. While at the general secondary school 
level, this might be done through history, general social studies, geography, 
science, and so on. Through these subjects, the basic principles on which 
political decisions should be made could be drawn out. 
Opportunities through the teaching and learning processes in the general 
secondary school (forms 7 to 10) should be provided for discovering pupils' 
talents, attitudes, abilities and interests. In accordance with their 
academic performances and interests, students at the end of this school 
should make their choice of the kind of education that would suit their 
abilities in the next stage or the kind of work to which they will fit after 
some suitable training.87 
The aim of education after the tenth form is to concentrate on preparing 
students for specialisation while continuing to provide a suitable amount of 
general education even in the vocational schools and the technical institutes. 
It is assumed that general education throughout the stages leads to the 
acquisition of an aptitude for self-instruction for the rest of one's life. 
Having identified the general aims of both the general secondary school 
and specialised (academic) secondary school, specific objectives for each 
subject or area of knowledge should be formulated. For doing this, the 
following basic principles are important: 
First, since the real purpose of planned curriculum is to bring about 
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certain changes in the students' patterns of behaviour, it is important to 
recognise that any statement of objectives should be a statement of changes 
to take place in students, so that the educational experiences can be planned 
and developed in a way likely to achieve these objectives, that is, to bring 
about these changes in students. Therefore, as Kerr pointed out, a "pupil 
must have been or will be involved in a particular kind of behaviour if the 
objective has been achieved."88 
Second, clearly formulated objectives, as R.Tyler explained, must have 
two aspects: the content aspect and the behavioural aspect.89 Formulations 
such as "developing critical thinking" are available in each subject. But 
here two immediate questions arise. The first is, think critically about 
what? Here the content area must be specified. Critical thinking may differ 
from subject to subject, therefore unless the content area is specified, 
organising materials and experiences and choosing methods of instruction 
become impossible. The second question is, what is meant by critical thinking? 
Here the behaviour must be further specified.90 In other words, what evidence 
will one accept that critical thinking is taking place or has taken place? 
An objective related to a specific area of content must, therefore, indicate 
the minimum level of skills, knowledge, and performances as well.91 
In short, aims and objectives should be valid and consistent. Valid aims 
and objectives should be consistent with individual needs as human rights, 
social needs and cultural needs.92 When formulating curriculum objectives, 
therefore, curriculum planners should take into account the individual needs, 
his level of growth, his ability, attitude and interest. Because of the 
rapid increase of scientific and technological knowledge and its application 
in industry, agriculture and commerce, it is necessary, therefore, not only 
that aims and objectives should be relevant to present social needs, but also 
to the needs that are likely to arise in the future, taking into account the 
problems presented by the possibilities of continuous change.93 
Considering the individual and social needs, it is important that some 
distinction must be made between the needs which are required by individuals 
in particular groups and the needs which are common to all. To satisfy both 
needs, Wheeler points out that, 
"the best approach would seem to be for the school to 
provide the general knowledge and skills that are 
required to live and earn a living and the specialised 
knowledge and skills that are fundamental to different 
vocational ends. In this area, the difference between 
the needs of the individual and the needs of society 
merits careful consideration." 
94 
What should be considered next is the question of how these aims and 
objectives can be achieved. Essentially learning takes place through the 
content and learning experiences, their organisation, methods of teaching 
and the system of evaluation. 
2. Content and Learning Experiences  
To fulfil such aims and objectives, the curriculum in the general 
secondary stage (forms 7 to 10; from the age of 12 to 16), and the specialised 
academic secondary stage (forms 11 and 12; from the age of 16 to 18), should, 
I suggest, consist of two parallel parts: the common core subjects and the 
individualised or extra-curricular activities. The common core subjects 
contain a minimum content which it is necessary for everyone to have in order 
to be able to live a satisfactory life in a modern society. The individualised 
part contains the rest; some of it may be common to groups who are to follow 
the same or similar occupations, some of it is the field in which personal 
interests may develop. 
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The common core may contain four main areas of knowledge: 
1) about 25 per cent of the syllabus should be devoted to the national 
language, a foreign language and mathematics, 
2) about 25 per cent should be devoted to religious education, national 
education and social studies, including economic, political and socio-
logical studies, 
3) about 30 per cent should be devoted to the natural sciences theory and 
application and technological studies, and finally, 
4) about 20 per cent should be devoted to technical and recreation studies 
which include different kinds of arts, and physical education. 
In addition to this group of basic studies for all, individual differences 
of abilities and interests have to be taken into account and individualised 
or grouped studies have to be provided. This is the individualised curri-
culum content in which a wide range of occupational and cultural activities 
should be provided. 
By about the age of 14, the special abilities of a child can be diagnosed 
and his future career foreshadowed. At this stage, namely during the ninth 
and tenth forms, the time devoted to the core knowledge and skills has to be 
cut down in order that optional studies and selective activities can be 
provided at a wider scale for special groups. The optional studies may mean 
further work in any one or two of the areas already mentioned, for example, 
a foreign language or an additional science subject. It is clear that this 
specialisation will increase with the years, especially during the eleventh 
and twelfth forms and that the common core will decrease, but the latter 
should never entirely disappear. There are aspects of the basic studies which 
should be continued throughout the secondary stages: general and academic. 
These considerations lead to the conception of an elastic curriculum based 
upon areas of study rather than upon subjects. They demand a maximum 
of integration within each area, and scope for a variation of the time 
allotted to the common core and the individualised curriculum in accordance 
with the needs and abilities of individual pupils. In short, the curri-
culum has to be fitted to the pupils and not the pupils to the curriculum. 
Within this framework, it could be taught from pragmatism that creative 
activity and the development of students' interests could be relied upon to 
produce a better and more balanced programme of study. Due attention should 
be directed, therefore, to the most neglected elements of present curriculum 
content in the general secondary school of Egypt, namely, the socio-economic 
and political aspects, the whole cultural and occupational areas of knowledge. 
The pragmatic notion that student activities have educative value and should 
be a direct concern of curriculum planners has not gained any ground in the 
secondary school in Egypt so far. 
When the extra-curricular activities in cultural, vocational and 
practical aspects are neglected, the whole teaching and learning process 
looks very much like a deliberate sacrifice of the needs of the less intel-
lectual students to the interests of potential university candidates. 
Consequently, a significant proportion of the less intellectual students 
fail to progress sufficiently in their secondary education to fit themselves 
for university and higher institutes of learning and, in turn, they land in 
unneeded clerical jobs. 
From the application of essentialist curriculum theory in England, the 
general secondary school in Egypt could learn from both its positive and 
negative aspects. It could learn to avoid early specialisation, neglecting 
cultural, vocational and practical areas of knowledge. It could also learn 
not to neglect important aspects of social science such as sociology, economics 
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and politics. If a student has to know his society well, he should learn 
about these areas of knowledge in a more direct fashion. There is a body 
of knowledge which is relevant to intellectual understanding of society. 
For example, a course entitled 'Egyptian Problems' in which the social, 
economic and political problems should be discussed and solutions should 
be reached at schools. 
In the occupational field, attention should be given to agriculture, 
business education, home economics, and industrial arts. The latter might 
include industrial and technical aspects of economy, as well as woodworking, 
metalworking, electricity, painting and graphic arts. Book-keeping, typing 
and shorthand should also be offered among electives. These courses should 
not be intended for actual technical training in specific jobs, but would 
constitute elective courses based upon students' interests and abilities. 
However, these courses could provide students for opportunities to use of 
simple tools, basic material and machinery. They could also provide them 
with basic information which would enable them to perform their citizenship 
rights and duties more effectively. To qualify them with social competencies 
and with the basic skills in communications. To develop their basic abilities 
for the occupation of homemaking. To provide opportunity for creative 
expression and discovery of talents. 
The cultural area which includes art, music, drama, physical education 
and health education, should be considered an important part of school curri-
culum. Following the pragmatic view, this area of knowledge includes 
objectives for both the individual and society. For the individual, it 
makes an important contribution to the development of creative thinking. It 
includes self-expression, participation, appreciation, and discovering 
special talent. It also includes efforts related to social needs. 
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For all the above mentioned considerations, a common core curriculum 
as a basic level for all and an individualised curriculum in terms of extra-
curricular activities to suit different attitudes, abilities and interests, 
should be established side by side. 
Finally, it is important that content and learning experiences as well 
as aims should be checked against some criteria. It is necessary that the 
content of curriculum should be valid. But the term 'validity' can be used 
in more than one sense. In a technical sense, the term requires a close 
connection between the content and the formulated aims and objectives, which 
it is assumed to achieve.95 This means, as Wheeler pointed out, that all 
the objectives which are enunciated in a statement about curriculum should 
have corresponding experiences."96 That is to say, if one of the aims is to 
develop skill in problem solving, this cannot be attained unless the learning 
experiences give students ample opportunity to solve problems.97 For example, 
if the objective includes the ability to solve health problems, it is necessary 
that learning experiences should give students the opportunity to solve health 
problems.98 
Learning experiences should be varied to assure that the desired 
objectives are achieved as well as the total development of the learner.99 
They should also be suitable both to the general level of development of the 
group and to the general and particular levels of development of the individual 
student. 100 
3. Organisation and Methods  
Curriculum development on the lines mentioned above will have profound 
effects on the organisation of content and learning experiences and methods 
of teaching. Concerning these two aspects, the following are the most needed 
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changes: 
According to the pragmatic school of thought, the teaching and learning 
process if it is to be significant must be meaningful, and meaningful teaching 
and learning must, in turn, follow the pragmatic maxims. Curriculum, 
therefore, should be organised in such a way as to solve problems of young 
people, society, and culture. 
Organised content and learning experiences should indicate clearly the 
bases and provisions for the scope and continuity of learning. The continuity 
of learning should have two aspects: a) that of a vertical progress from one 
level to another, and b) that of relationship between the learnings in 
different areas of knowledge or disciplines which take place at the same time. 
The first of these two aspects is associated with the 'sequence' of learning 
and the second is associated with the 'integration' of learning.101 
Sequence not only emphasises the importance of having each successive 
experience build upon the preceding one, but goes more broadly and deeply into 
the matters involved. It is, therefore, the ordering of content and the 
ordering of the learner's competencies and skills.102 Integration is the 
horizontal relationship among disciplines and subjects. In other words, the 
teaching and learning process in the various areas of curriculum, which take 
place at the same time, should be integrated so that different kinds of 
knowledge and different kinds of problems may be related.103 
In Egypt, educating for adaptability to changes in social requirements 
is thought to be vital. Educating for providing students with knowledge and 
skills needed in the making of democratic decisions and for predicting all 
consequences of a decision is very important. If that is so, learning 
experiences should be organised in such a way as to help the student to 
unify his view and his behaviour in relation to the elements dealt with.104 
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For example, in developing concepts in the social studies it is important 
to see how these concepts and areas can be related to work going on in other 
areas of knowledge or fields so that increasingly there is unity in the 
student's outlook, skills, attitudes, and so on. 
In doing this, the pragmatic approach will be useful and thus team 
teaching should be introduced and encouraged. It involves two or more 
teachers, co-operatively planning, instructing, and evaluating one or more 
groups of students in order to take advantage of the special competencies of 
the team members. Teams would operate in much the same manner whether their 
members come from one subject area or cut across two or more subjects. 
Emphasis on memorisation should be abandoned because it contributes 
little to understanding. The principle of learning through experience should 
be encouraged, and the concern with the development of the student's personality 
should be considered through the teaching and learning process. Teachers, at 
least within each area of knowledge should be assigned to work co-operatively 
from time to time, to facilitate cutting across subject matter lines. To 
facilitate the application of the core curriculum and the cutting across of 
subject matter barriers, audio-visual aids should be developed and provided 
for instruction. 
The separate courses of mathematics such as algebra, geometry, trigono-
metry and so on, should be replaced by a unified approach built on basic 
principles or concepts. Various aspects of the mathematics areas should be 
integrated into mutually reinforcing mathematical segments. The same can 
be done with the separate courses of language. 
Methods of teaching science should shift their emphasis on factual 
information, to that of understanding, enquiry and discovery. They should 
seek to develop better understanding of the structure of science and stress 
- 530 - 
science as a method of enquiry rather than as a body of knowledge. Team 
teaching, field trips, to explore aspects of biology, and television may also 
play important roles in the teaching of science. 
Methods of teaching and learning in the cultural as well as in the 
occupational areas, can be characterised, according to the pragmatic and 
polytechnical principles, by such terms as problem solving, work experience, 
work study, job analysis, learning through working, and so on. 
There is no doubt that the task of determining the objectives of 
instruction must rest largely with the teachers. The teachers, at the 
beginning of each year and each class, should make explicit to themselves 
as well as to their students the changes and outcomes which are expected to 
take place in them as a result of the programme of instruction. Having these 
determined objectives in mind, the teachers should find ways of working with 
students, individuals and groups in order to fulfil these desired objectives. 
It is also generally believed that the student should be involved in the 
process of making decisions about curriculum aims and objectives. "At the 
very least, he must accept and to some degree understand the goals if he is 
to exert the appropriate learning effort."105  
The period of study should be sufficiently extended (to at least 36 weeks 
of the school year) so that enough time may be available to acquire the 
practical experiences and to promote the desired changes and outcomes. How-
ever, the school day should not be crowded with class periods in order that 
students may be able to pursue the accompanying activities. 
All these suggestions for curriculum development, based on the treble 
principles of satisfying the individual, social and cultural needs, are de-
pendent for their successful application on the teachers. Without a real 
change in their attitudes there can be little hope of progress. Therefore, 
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the professional preparation of a teacher should be considered as important 
as his academic preparation, and thus, a graduate should not be allowed to 
teach unless he has completed his professional preparation. In-service 
training, which has been neglected, should be reorganised and operated 
regularly in order to provide teachers for up-to-date knowledge and skills 
and to adapt themselves and their approaches to the changing needs of their 
pupils and their society. 
4. 	 Examinations 
Radical changes in the curriculum process on the lines mentioned so far 
will also have a profound effect on the examination system. The first public 
examination should be established at 16+ for all pupils. This examination, 
I suggest, will have to provide on a certificate of two sections: the first 
for the general subjects or the core subjects taken by all pupils and the 
second for the specialist or the individualised subjects chosen by the pupils 
in the last one or two years. 
Graduates of this stage may go to work or continue their education in 
the specialised stage. It should be remembered that the specialised stage 
should be terminal. Those who would like to continue should be distributed 
into academic, vocational schools and technical institutes in accordance with 
their academic and technical performances in the former stage, and with 
students' interests and parents' opinions being considered. At the end of 
the academic and vocational school a second and final public examination 
should be established and a certificate should be issued on the same lines 
as mentioned above. 
Admission to universities and higher institutes from among those graduates 
of academic and vocational schools should be limited in accordance with 
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students' performances in these schools, the academic requirements, the 
social and economic demands, and the available places in universities. 
Education is a process which seeks to change the behaviour of students 
by providing them with the knowledge and skills needed at each level of de-
velopment. These changes, therefore, are the aims and objectives of edu-
cation. While these changes include mastery of content 'knowing that', and 
while this mastery is achieved in connection with the study of some subjects, 
they also include the reactions of students to these subjects, such as the 
way of thinking or the skills in 'knowing how'.106 
The evidence, from the application of both pragmatism and essentialism, 
suggests that if curriculum aims and objectives are not clearly stated, it 
is difficult to review and revise examinations effectively. Moreover, the 
more specific and detailed the examining procedures to be followed, the more 
reliable and valid the examinations tend to be. 
In addition to the mastery of knowledge and skills, the school should 
be concerned with the evaluation of student growth in social relationships, 
critical thinking, creative activities, interests and attitudes. From 
pragmatism, it could be taught that evaluation should be seen less as a 
final measurement device for the assignment of grades or forms and more as 
a means of securing needed information for planning curriculum, guiding 
instruction, getting evidence on changes in the students, and the degree to 
which students attain the defined objectives. The most central function of 
evaluation, therefore, is to 
"validate the hypotheses upon which the curriculum is 
based. In a sense all curriculum plans and approaches 
to instruction are only hypotheses whose efficacy 
needs to be tested." 
107 
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For achieving this purpose, evaluation should be consistent, compre-
hensive, and a continuous feed-back. Evaluation must be consistent with 
the aims and objectives of the curriculum.108 If concepts, for example, 
are considered to be more important than facts, then the greater stress 
should be laid upon the assessment of concept development than upon the 
recall of facts and information. Evaluation instruments should be as compre-
hensive in scope as are the aims and objectives of the curriculum. There is 
a necessary parallel between explicit aims and objectives and their evaluation 
instruments, and it is necessary to accept the proposition that all the 
objectives of the curriculum must be assessed in some way.109 Evaluation 
should be considered as a continuous feed-back process and an integral part 
of curriculum development and of instruction. It should provide information 
on the weaknesses and strengths of the programme by diagnosing these weaknesses 
and strengths in the achievement of the students. Evaluation should be 
considered as a process of quality control in which 
"it may be determined at each step in the teaching-
learning process whether the process is effective 
or not, and if not, what changes must be made to 
ensure its effectiveness before it is too late." 
110 
It is important that in the construction of an evaluation instrument 
to determine how far this instrument is objective, reliable, and valid. It 
may safely be said that assessment is more objective, reliable and valid in 
the objective tests than in the other tests and in the cognitive domain than 
in the affective domain. For a centralised system like the one in Egypt, 
therefore, objective tests should be introduced and used widely, because 
they provide a broad basis of comparison. A standardised test, for example, 
contains uniform content and requires that uniform procedures be carried out 
when administering the test. 
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So, in addition to the oral and essay types of examination and the 
teacher's observed impressions, multiple-choice tests, mental ability 
tests, and achievement tests should be introduced to make it possible to 
rule out the basis of the individual scoring and to make comparison on a 
valid basis. The results of examinations should be analysed and used as 
feed-back. 
Depending upon these bases, it is hoped that secondary school in 
Egypt would have an increasingly more effective educational programme 
rather than depending so much upon hit and miss judgment as a basis for 
curriculum development. 
VII. CONCLUDING COMMENT 
This proposed solution is recommended for implementation. Whether 
it will be adopted and implemented or not is not my decision. It is, 
however, my personal judgment that the solution takes into account the 
major social conditions of Egypt and the higher valuations of the nature 
of man, society and knowledge. In this sense the proposed solution 
provides adequate bases for curriculum development. It provides flexibility 
on the part of secondary school curriculum; in the formulation of aims and 
objectives, in selecting the content and learning experiences, in teaching 
methods and evaluation. It is specifically structured to meet the contempo-
rary situation. It is also designed to meet Egypt's publicly expressed 
aspirations for the future. 
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